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ABSTRACT
Because preservice teachers will be tasked with the responsibility of preparing their
future students for effective communication and engagement in our global society, the
experiences and practices related to digital writing that preservice teachers engage in before they
begin their practice as full-time educators is critical to their professional development. This
qualitative case study investigated two research questions, “How do teacher educators describe
their technological, pedagogical, and content knowledge of digital writing?” and “How is teacher
educators’ knowledge of digital writing practices evident in their teaching?” This study took
place at a large university in the Southeastern United States. Documents, interviews, and
observational data were collected from two participants, Megan and Nancy. Both participants
were educators in the elementary education preservice teacher programs at the university. The
data from this study demonstrated that teacher educators had knowledge of digital writing tools,
including how to integrate the use of digital writing tools into literacy instruction, help preservice
teachers recognize the affordances and constraints of digital writing tools, and reflect on digital
writing tools. The data sources also demonstrated common practices teacher educators integrated
into preservice teacher instruction such as providing choice in the use of digital writing tools and
modeling the use of digital writing tools for course assignments. The results of this study indicate
the importance of integrating digital writing knowledge with practice in elementary preservice
teacher programs. Additional implications for practice and suggestions for future research in
digital writing is provided as a result of this study.
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CHAPTER ONE: INTRODUCTION
The purpose of this qualitative case study research was to examine how teacher
educators (TEs) describe their digital writing knowledge and investigate the digital writing
practices that were evident in TEs’ practices. This chapter first presents the statement of the
problem and the purpose of the study. The research questions, significance of the study, and
definition of terms follow.

Statement of the Problem
Access to information and communication technologies (ICTs) has increased as society
has shifted from an industrial to information society (Stewart, 2014). Today’s global citizens are
constantly seeking information and have the benefit of locating information quicker than ever
before. Because these technologies have offered new ways of communicating through virtual
mediums, practices in teaching literacy must be re-examined along with how literacy is defined
in modern educational settings.
National and international organizations have published new definitions of literacies to
reflect the changing educational landscape. The National Council of Teachers of English (NCTE,
2018) suggested that literacy should be thought of as “literacies” because the traditional use of
the singular form of the concept does not account for the multiple skills and social practices
required to effectively acquire and produce information. Similarly, the literacy glossary of the
International Literacy Association (ILA) (2021) described literacy as “the ability to identify,
understand, interpret, create, compute, and communicate using visual, audible, and digital
materials across disciplines.” Defining literacy as reading and writing is simply an
oversimplification of a domain of skills that stretch beyond the page of a book or manuscript. On
1

the other hand, ILA (2021) describes literacies as “the distinct written and oral language
practices evident across varying social circumstances, domains, and classes”. Technological
advancements, the Internet, and the ever-increasing access to ICTs have all contributed to the
reconceptualization of literacies, and the introduction of other literacies.
Digital literacy is a fairly new concept that emerged in the 1990s during the era of the
Internet revolution. In 1997, Paul Gilster coined the term “digital literacy” to argue that digital
literacy exceeds technological skills. He stated that digital literacy is about “mastering ideas, not
[computer] keystrokes….it is about the ability to understand and use new information in multiple
formats from a wide range of sources when it is presented via computers” (Gilster, 1997, p. 1).
Technological advancement in the 21st century requires global citizens to be digitally literate to
critically examine and utilize internet technologies for academic, social, and personal purposes.
Although the word “digital” precedes “literacies,” digital literacies should not be seen merely as
a set of skills or competencies related to using technology since a multitude of diverse practices
involving digital technologies can represent a community’s digital literacies (Lankshear &
Knobel, 2015). Teachers and students must work together to understand how technologies may
enhance their learning of English language arts content and skills (NCTE, 2007). Therefore,
future teachers must be prepared to engage in conversations with their students to ensure students
acquire skills that support them in effectively communicating within virtual mediums (NCTE,
2018).
To effectively communicate within and across virtual mediums using digital tools,
preservice teachers must be prepared to engage students in digital writing practices. Digital
writing may take many forms, including a blog post, a 150 word “Tweet”, or a caption under a
photograph. Digital writing also incorporates multiple modes of representing messages including
2

the integration of sound, animations, and other multimedia. Digital writing is any writing that is
produced and shared across virtual platforms (Grabill & Hicks, 2005). Students must engage in
digitally literate practices, such as critiquing the credibility of resources, to share productive
works of digital writing that may reach a global audience. Elementary teachers have the
responsibility of helping their students understand what it means to exhibit good citizenship. In
doing so, digital literacies, and more specifically digital writing, must be prioritized in classroom
instruction. Traditionally, teachers instructed students about members of the community, sharing,
and speaking kindly to others beginning in kindergarten (Florida Department of Education,
2020). Today’s information-rich society calls on teachers to ensure these skills are transferrable
into digital contexts so that students effectively communicate with those who have different
linguistic backgrounds, cultures, and world experiences. The use of digital technologies should
be prioritized in the classroom with the goal of enhancing students’ digital literacies and
equipping young students with the ability to produce digital writing that is culturally responsive
in nature and allows students to begin to develop their global citizenship.
Literacy scholars have long advocated for collective efforts in the field of education as it
relates to advocating for the integration of technology into instruction to engage students in
practices that call for digital literacies in reading and writing (Hicks, Young, Kajder, & Hunt,
2012). Karchmer-Klein, Shinas, and Park (2014) concluded that meaningful, authentic
integration of technology into literacy instruction should be the goal, even though current
research has not demonstrated a one-size-fits-all approach as the “best method”. However,
Cassidy, Ortlieb, and Grote-Garcia (2021) revealed that digital/multimodal literacies are
currently implemented in “piecemeal ways.” TEs must prepare future teachers to meaningfully
integrate the use of technological tools in their future classrooms through digital writing
3

practices. TEs should support preservice teachers in developing an understanding of digital
literacies and how to ensure practices that promote digital literacies, specifically digital writing,
are authentically integrated into their 21st century literacy instruction. Thus, instructional
practices presented to elementary preservice teachers (PSTs) by teacher educators (TEs) should
be closely examined to understand what opportunities for digital writing are provided to
preservice teachers, and how TEs made the decision to engage the preservice teachers in those
practices.

Much of the published literature in digital writing focuses on the use of digital tools in
pre-service teacher education by preservice teachers (Karchmer-Klein et al., 2014; Oakley, 2020;
Stewart, 2014; Valtonen, Leppanen, Hyypia, Sointu, Smits, & Tondeur, 2020). However, a
limited amount of research has focused on TEs’ pedagogical practices used to engage preservice
teachers in digital writing activities. An even smaller amount of research has focused on TEs’
practices that facilitated preservice teachers’ development of technological, pedagogical, and
content knowledge of digital writing. My research fills this gap by investigating the knowledge
and enactment of digital writing practices of TEs. If future teachers will be expected to prepare
students to be literate in this digital age, the practices of key stakeholders in the education of
future teachers must be examined to consider how digital writing pedagogical practices are
presented to PSTs. The practices of TEs who support elementary education programs specifically
must be examined to ensure the students of the future teachers are offered the best opportunities
to learn how to engage in the digital world and exhibit digital citizenship as early as possible due
to the increased access to technology and digital platforms today.

4

Purpose of the Study
Because PSTs will be tasked with the responsibility of preparing their future students for
effective communication and engagement in our global society, the experiences and practices
related to digital writing that preservice teachers engage in before they begin their practice as
full-time educators is critical to their professional development. These experiences in digital
writing should provide preservice teachers with technological, pedagogical, and content
knowledge (TPACK) (Mishra & Koehler, 2006) that they can utilize to develop meaningful
digital writing experiences for their future students. TEs are accountable for the adequate
preparation of future elementary school teachers in all content areas, including the development
of global citizenship practices. TEs must ensure that the preservice teachers of which they teach
are in fact prepared to implement instruction that supports students in acquiring an array of skills
that are necessary to be considered literate in today’s digital age (NCTE, 2019). Therefore, the
purpose of this study was to investigate TEs’ digital writing knowledge and practices in a
situated teacher education program housed in a large metropolitan university in Southeastern
United States.

Research Questions
Qualitative case studies allow the researcher to gather information about a particular
phenomenon using a variety of methods. This information is gathered by posing “how” or
“what” questions (Yin, 2006). Thus, the research questions of primary interest in this study were:
RQ1: How do TEs describe their technological, pedagogical, and content knowledge of digital
writing?
RQ2: How is TEs’ knowledge of digital writing practices evident in their teaching?
5

Significance of the Study
Case study research allows the researcher to conduct an in-depth analysis to develop an
understanding of what, how, or why something happened (Yin, 2006). This study is significant
because it revealed digital writing practices that were evident in TEs’ instruction, while also
providing information about why those digital writing practices may or may not have been
enacted. The findings of this research may inform elementary preservice TEs’ pedagogical
practices in their instruction of PSTs. My research extends current educational research by
focusing on the practices of elementary preservice TEs that informed preservice teachers about
digital writing, while many of the research studies focused on digital writing accounted for
preservice teachers’ development of knowledge and practices related to digital writing. This
investigation also revealed TEs’ knowledge about digital literacies as it relates to digital writing
along with the knowledge they may still need to acquire. Information about TEs’ TPACK was
revealed in this study, which can be utilized to determine what professional development
opportunities in digital writing might be useful to elementary preservice TEs. Finally, the
implications of this research may support TEs in exploring how they may model best practices
digital writing instruction, which was found to be a highly effective practice for preservice
teachers’ development of knowledge and confidence (Wang, Schmidt-Crawford, & Jin, 2018).
Furthermore, this study is significant in that it contributes to the small body of research focused
on elementary preservice TEs’ pedagogical practices related to digital writing.

Definition of Terms
Digital literacies: The meaning-making that occurs in technologically mediated platforms,
including the social practices within the contexts of which these meanings are made. Also
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includes the number of ways in which people make meaning by producing, consuming, and
disseminating texts (Elola & Oskoz, 2017; Lankshear & Knobel, 2015).
Digital writing: Writing that is produced and distributed using digital tools and internet
technologies (Grabill & Hicks, 2005). For the purposes of this study, digital writing is not
entirely separated from the concept of digital literacies in that it is a more specific skill that is
encompassed by the broader term of digital literacies.
Literacy: “the ability to identify, understand, interpret, create, compute, and communicate using
visual, audible, and digital materials across disciplines” (ILA, 2021).
Literacies: “the distinct written and oral language practices evident across varying social
circumstances, domains, and classes” (ILA, 2021).
Preservice teachers: For the purposes of this study, the term preservice teachers refers to students
enrolled in a teacher preparation program who are not yet state-certified teachers.
TEs: For the purposes of this study, the term TEs refers to those responsible for the instruction of
preservice teachers.
Technological, pedagogical, and content knowledge (TPACK): “The basis of effective teaching
with technology, requiring an understanding of the representation of concepts using
technologies; pedagogical techniques that use technologies in constructive ways to teach content;
knowledge of what makes concepts difficult or easy to learn and how technology can help
redress some of the problems that students face; knowledge of students’ prior knowledge and
theories of epistemology; and knowledge of how technologies can be used to build on existing
knowledge to develop new epistemologies or strengthen old ones” (Koehler & Mishra, 2009,
p.66).
7

● Pedagogical Knowledge (PK): “Teachers’ deep knowledge about the processes and
practices or methods of teaching and learning” (Koehler & Mishra, 2008, p.64).
● Content Knowledge (CK): “Teachers’ knowledge about the subject matter to be learned
or taught” (Koehler & Mishra, 2009, p.63).
● Pedagogical Content Knowledge (PCK): “covers the core business of teaching, learning,
curriculum, assessment and reporting, such as the conditions that promote learning and
the links among curriculum, assessment, and pedagogy” (Koehler & Mishra, 2008, p.64).
● Technological Knowledge (TK): “A deeper, more essential understanding and mastery of
information technology for information processing, communication, and problem solving
than does the traditional definition of computer literacy” (Koehler & Mishra, 2009, p.64).
● Technological Content Knowledge (TCK): “An understanding of the manner in which
technology and content influence and constrain one another” (Koehler & Mishra, 2009,
p.65).
● Technological Pedagogical Knowledge (TPK): “an understanding of how teaching and
learning can change when particular technologies are used in particular ways” (Koehler
& Mishra, 2008, p.65).

Summary
Because much of the published literature on digital writing has focused on preservice
teachers’ use of digital tools when engaging in digital writing, this research focused on the digital
writing knowledge and practices enacted by TEs. This chapter revealed the necessity of this
study including its potential impact on the field of education as it relates to the instruction of
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future elementary teachers. The next chapter presents a historical overview of the conception of
digital literacies and digital writing, along with empirical research revealing what is known in the
field about preservice teachers’ education in digital literacies and digital writing. Chapter three
discusses the TPACK framework in depth, along with a description of the pilot study that
informed the research questions and methodology of the present study. Additionally, the case
study approach is detailed. Chapter three also provides a description of the cases selected for this
study, methods for data collection and analysis along with a timeline of the data collection and
analysis procedures and discusses the role of the researcher in this study. Chapter four presents
the findings of this research, while chapter five discusses what the findings suggest about TEs’
practices and future research.

9

CHAPTER TWO: LITERATURE REVIEW
Introduction
The purpose of this literature review is to provide a historical overview of research that
has informed current knowledge of digital literacies and digital writing. Also, a review of
empirical research regarding preservice teachers’ experiences with digital writing is provided to
reveal the importance of TEs’ practices in teaching preservice teachers about digital writing.

Historical Overview
The International Literacy Associated (2018) suggested that today’s classrooms should
mirror the digital context of the future spaces that students will inhabit, such as offices that have
both print and digital resources available for consumption. These digital learning contexts should
not merely focus on the use of a new digital tool or technology, but instead should prepare
students to engage in moving between producing, consuming, and distributing both digital and
non-digital resources. Major accomplishments in educational research, beginning with the New
London Group in the 1990s, have included a reconceptualization of what it means to be literate
in the 21st century. To acquire literacy in the digital age, students must learn and apply an array
of skills that allow them to make-meaning across various digital mediums for multiple purposes
(National Council of Teachers of English, 2019). To engage students in innovative practices
associated with reading and writing in the digital age, key theories that inform the conception of
digital literacies and digital writing must be consulted.

Multiliteracies
The ever-present changes in modern society includes ways of communicating within and
across communities and spaces. This led to the gathering of the New London Group in 1996 to
10

discuss the necessary changes that need to occur in literacy instruction to ensure students were
prepared to enter the 21st century global workplace.
The pedagogy of multiliteracies (Cope & Kalantzis, 2009) promotes a dynamic view of
literacy and meaning making instead of one that is static and conventional. Students develop
knowledge that allows them to transform what they have learned into meaningful
representations, as opposed to simply regurgitating information that has been provided to them.
Students must be provided with learning experiences that require them to select the tools that are
best for the meaning-making they are actively engaging in. Students should also select the
mode(s) that best represent their meaning making processes, whether it is visual, oral, auditory,
written, or tactile representations (Cope & Kalantzis, 2009). A pedagogy of multiliteracies can be
implemented when back-to-basics, skill-and-drill methods of teaching are eliminated from
literacy instruction. Instead, transformative pedagogical practices are necessary, which are those
that engage students in “experiencing, conceptualizing, analyzing, and applying” (Cope &
Kalantzis, 2009, pp. 184-186).
Multiliteracies are believed to be “essential proficiencies for communication in a
contemporary world” (Walsh, 2010, p. 211). Leu, Killi, and Forzani (2016) posited that the way
in which people acquire literacy changes every single day because of the various scenarios in
which people read and write in contemporary times, such as sending and receiving an e-mail.
Modern technologies have changed the way people seek and understand information, such as the
idea that readers must locate, comprehend, evaluate, and communicate information when using
online resources (Leu et al., 2016). Because literacy is no longer viewed as a process of
meaning-making that occurs only with a stagnant sheet of text and many students have access
and support with using technologies on an ongoing basis (Walsh, 2010), teachers must support
11

students in developing literacies that are necessary to utilize technologies for literacy
consumption and production.

New Literacies and new literacies
Researchers have drawn on the work of the New London Group (Cope & Kalantzis,
2009) to further explain how literacy should be reconceptualized due to technological innovation
and the changing methods for learning in the digital era. Literacy in the digital age refers to, “a
rapid and continuous process of change in the ways in which we read, write, view, listen,
compose, and communicate information,” (Coiro, Knobel, Lankshear, & Leu, 2008, p. 5). From
this definition, the theoretical viewpoint of new literacies emerges, which is those that are central
to participation in a global society, are deictic in nature, and multifaceted (Coiro et al., 2008). It
is not enough to recognize that students must know how to use technologies. Twenty-first
century learners will need to have the ability to engage in discourse that demonstrates their
ability to locate resources that allow them to recognize problems, provide logical solutions, and
effectively communicate those solutions through multiple mediums (Leu, Kinzer, Coiro, Castek,
Henry, 2013, p. 1153). Therefore, multiliteracies must be considered to support students in
learning new literacies and New Literacies.
Leu et al. (2013) differentiated between new literacies and New Literacies to encompass
both, the ever-changing context and meaning of literacy and the more global viewpoints of
literacy seen across different contexts and disciplines. The researchers suggested that lowercase
theories (new literacies) refer to specific changes in literacy within particular disciplines, while
uppercase New Literacies refers to a broader conception of literacy that encompasses the
findings of various disciplines, developing a more generalized viewpoint of literacy (Leu et al.,
2013). Through this juxtaposition, the authors implied that the context in which literacy is being
12

defined changes the meaning of literacy, but still ensures that literacy at its core is the
understanding of a concept and ability to transfer the skills related to that concept into an array of
mediums. One of the central tenets of New Literacies is that social practices change with New
Literacies. This is because as students interact with innovative technologies and methods for
communication, they will need to have the necessary social skills to engage in a way that meets
the social expectations of those within a particular context. This may include a community’s
interdependence on each other’s skills and determining how to leverage the various levels of
knowledge to meet mutual goals and initiatives. To productively engage in digital spaces in a
way that considers the social expectations of a particular contexts, 21st century citizens must
acquire skills related to digital and multimodal literacies.

Digital Literacies
Lankshear and Knobel (2015) defined digital literacies as several ways in which people
make meaning by producing, consuming, and disseminating texts. Similarly, Elola and Oskoz
(2017) defined digital literacies as the meaning-making that occurs in technologically mediated
platforms, including the social practices within the contexts of which these meanings are made.
These literacies prepare students to become global citizens who can “explore and engage
critically, thoughtfully, and across a wide variety of inclusive texts and tools/modalities” and
“determine how and to what extent texts and tools amplify one’s own and others’ narratives as
well as counter unproductive narratives” (National Council of Teachers of English, 2019).
Therefore, digital literacies encompass multiliteracies, new literacies, and New Literacies.
Cassidy et al. (2021) advanced the position that digital literacies should be at the core of literacy
curriculum and instruction. It is imperative that instruction is not solely focused on the use of
digital tools, which tend to be less of a concern when teachers focus on the social practices that
13

are involved in reading and writing (Lankshear & Knobel, 2015). Thus, instruction must support
students in determining how they can leverage the affordances of various tools, while also
considering the constraints of the tools, to effectively communicate across digital platforms. This
notion introduces a critical component of digital literacies, critical thinking and reflective
practices when utilizing digital tools (Watulak & Kinzer, 2013).
When practitioners promote digital literacies in the early years of literacy acquisition
using multimodal digital tools, positive, long-term effects on students’ learning of foundational
reading skills and vocabulary acquisition were observed (International Literacy Association,
2019). This disrupts a widely held notion that technology and screen time has negative impacts
on young students’ learning when opportunities to explore multimodal tools and sources are
carefully planned and made available. ILA also concluded that digital literacies break down the
barriers that separate the achievement of students from higher and lower socioeconomic
backgrounds, citing Neuman, Neuman and Dwyer (2010). Digital literacies provide benefits to
students learning English as a second language. Technologically mediated, multimodal texts
create new genres of texts supporting language acquisition and offering affordances to language
learning that are determined by the user (Elola & Oskoz, 2017). The multimodal nature of digital
literacies also supports adult learning, deepening knowledge and understanding by bringing forth
social and political issues (Holloway & Gouthro, 2020). Concluding that digital literacies are
beneficial to a variety of populations of today’s citizens is an understatement. Digital literacies
are necessary for skillful navigation through the digital contexts that facilitate many of the
primary methods for communicating today, such as the use of social networking websites and
instant video production tools such as Tik Tok. Furthermore, digital literacies call on learners in
a digital age to “consume, create, and curate” within and across multiple modalities (NCTE,
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2019). To do so, teachers must support students in not only the consumption of multimodal texts,
but also the production and dissemination of those texts, which is a subset skill falling under the
digital literacies umbrella called digital writing.

Digital Writing
Reading and writing in the 21st century should be viewed as intertwined, dynamic
processes that are multimodal and engage students in meaning-making with digitized texts
(Lankshear & Knobel, 2008). Digital writing is writing that is produced and distributed using
digital tools and internet technologies, and is multimodal in nature (Grabill & Hicks, 2005).
Digital writing enables students to become connected with a global audience through the
dynamic processes of reading and writing across digital spaces. The rhetorical implications of
digital writing may relate to theories posited by Graham (2020) in that digital writing is flexible
and does not require strict adherence to stylistic and syntactical forms. Because of this, digital
writing implies a shift away from product-oriented writing, placing less emphasis on syntax and
style, and emphasizes the process-oriented writing approach (McGrail & Davis, 2011). This shift
allows students to present their social and political beliefs through multimodal mediums (Grabill
& Hicks, 2005).
To support students in digital writing, teachers must consider how they will teach
students to effectively communicate their perspectives utilizing multimodal resources within
digital mediums. In their digital writing students may integrate images, sounds, and text,
demonstrating visual literacy (Bishop & Counihan, 2018). TEs should provide opportunities for
pre- and in-service teachers to engage in “technology rich literacy activities” (Grabill & Hicks,
2005, p.307) that integrate multiple modes of information, such as words, visuals, audio, and
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hyperlinked texts which is what preservice teachers’ future students should do in their digital
writing.
The importance of digital writing is reflected in the research of Gillis and Marshall
(2014), who referenced the results of the Pew Research Centers’ survey when discussing the
impact of digital writing tools on students’ writing. Because the meaningful use of digital tools in
K-12 settings were reported to have positive effects on students’ writing, the authors advocated
for teachers increasing their pedagogical knowledge of the use of digital tools in writing
instruction through professional development. Gillis and Marshall (2014) reviewed the types of
digital writing tools that are available in most educational settings, including defined network
tools, such as e-mail, social networking tools, such as Facebook, presentation tools, such as
YouTube, analysis tools, and collaboration tools. Teachers used the following digital writing
tools for most professional communication: e-mail, learning management systems, and
classroom websites, such as Wikis. Being that these tools are of regular use and imperative to the
work completed by teachers daily, preservice teachers must have experience using a variety of
digital writing tools for many different purposes.
Hicks (2014) offered practical strategies for integrating digital writing practices into
literacy instruction. These suggestions were based off a 2013 survey by the Pew Internet and
American Life Project and the National Writing Project that demonstrated the writing skills that
educators found to be most important. These skills were “judging the quality of information,
writing effectively, behaving responsibly online, understanding privacy issues, communicating
ideas, and finding information quickly” (Hicks, 2014, p. 632). These essential digital skills were
elaborated on by Hicks (2014) with practical suggestions for practitioners to consider as they
engage in digital writing instruction. For example, for the essential skills of writing effectively
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and communicating ideas in a creative way, Hicks (2014) made suggestions for leveraging
digital tools, such as the functions within Google Docs, to help students improve the mechanics
of their writing. Also, to help students judge the quality of information and locate information
quickly, the researcher suggested the use of search engines that do not merely synthesize results
based on previous searches. Instead, using search engines that delve into uncharted territory may
provide students with sources they most likely have not seen before, expanding their knowledge
and thus potentially improving their digital writing. Furthermore, Hicks’ (2014) suggestions
ensure that teachers do not see the integration of digital writing as only a goal but have practical
methods for integrating digital writing practices into their instruction as soon as possible.

Digital Writing in Preservice Teacher Preparation Programs
The work of educational researchers focused on digital literacies has made way for
contemporary research to further investigate preservice teachers’ experiences with digital
writing, including practical experiences in classroom settings and professional learning
experiences. The following sections summarize research in these areas to illustrate a great need
for preservice teachers to continue learning about digital writing.
Preservice Teachers’ Experiences with Digital Writing
Recent research has revealed that preservice teachers have positive orientations toward
the use of digital writing tools to teach today’s students. Wake and Whittingham’s (2013) survey
of fifty-seven preservice teachers revealed that the preservice teachers were likely to use digital
tools to support students’ development of visual literacy through the creation of multimodal
texts. The researchers also concluded that the preservice teachers were more likely to integrate
these types of digital writing experiences into their instruction if the pre-service teacher
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demonstrated comfortability with the use of technology (Wake & Whittingham, 2013). The
results of this survey demonstrated a need to provide preservice teachers with opportunities to
engage in digital writing so that they can develop pedagogical knowledge that will be transferred
into their instruction. These experiences may help teachers reflect on their beliefs about teaching
writing and develop the ability to advocate against systems that constrain students’ writing
freedoms by providing learning experiences that are standards-aligned but allow students to
critically engage in writing activities (Jensen, 2019).
In the research of Bartlett and Sherry (2004) preservice teachers were taught how to
transform paper-based evidence for their portfolios into visual and multimedia evidence. The
preservice teachers were provided with a survey to evaluate their perceptions of the process of
creating the portfolios. Although perceptions towards the learning of technology and seeking
support in the process of creating the portfolio were mostly positive, preservice teachers reported
that they would have liked more time spent learning how to use the technology during class time
(Bartlett & Sherry, 2004). The results of this study reflect a need for teacher preparation
programs to consider how to provide opportunities for preservice teachers to engage in digital
writing, ensuring that preservice teachers receive enough support and coaching throughout the
experience, so they are more confident in using various technologies in their writing.
In their study of twelve preservice teachers, Chisholm, Olinger, and Heron-Hruby (2019)
oversaw preservice teachers’ engagement with high-school students as they provided feedback
on their writing using the comments feature on Google Docs. Through this experience, the
preservice teachers navigated the challenge of addressing students’ social and political views that
emerged in their writing. Some of the preservice teachers took an active role in probing students’
views, while others avoided doing so for fear of making students feel like they were wrong.
18

Research has shown that young students can discuss their social and political beliefs when a
teacher engaged them in doing so (Brownell, 2021; Clarke, 2020). The findings of Chisholm et
al. (2019) demonstrate a need to ensure preservice teachers in elementary and secondary
preparation programs develop adequate pedagogical tools to engage students in discourse about
their social and political beliefs that emerge in their digital writing.
In Oakley’s (2020) longitudinal study, sixty-seven preservice teachers created and
presented digital storybooks to students in their internship classrooms. The researcher utilized
findings from interviews with the preservice teachers and surveys to conclude that the creation of
the digital story books was useful to the preservice teachers’ development of Technological,
Pedagogical, and Content Knowledge (TPACK). The preservice teachers had to make decisions
about what was included in the book based on students’ needs and when to utilize the book in
their supervising teachers’ classrooms. By engaging in the creation of the digital storybooks,
preservice teachers learned about the challenges associated with planning and utilizing resources
in a real classroom setting and using those resources appropriately to address students’ needs.
The research clearly demonstrated that preservice teachers’ experiences in digital writing
during their teacher preparation program are highly transferable into their future classrooms.
These experiences required the preservice teachers to critically think about the content they were
presenting to the students, such as what would be captured in their comments addressing
sociopolitical beliefs, and how this content might be received by students, such as determining if
the planned digital storybook would truly meet the needs of a particular group of students.
Having these experiences may provide preservice teachers with the pedagogical tools necessary
to ensure effective literacy instruction and consider how they may engage their students in
similar digital writing experiences that call on students to make specific choices based on their
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audience. Thus, experiences in digital writing are necessary to enhance preservice teachers’
knowledge and practices related to digital literacies. As demonstrated by the studies, preservice
teachers should be provided with the opportunity to reflect on their experiences in digital writing
to improve their practice and/or seek additional professional learning opportunities.

Professional Development in Digital Literacies and Digital Writing
The research of Karchmer-Klein, Shinas, and Park (2014) may serve as a model for how
educators may support students in critical digital literacies. The critical digital literacies
framework, which supports teachers’ knowledge of technology, pedagogy, content, and critical
literacy, was consulted in the design of a graduate-level, teacher education course to teach
teachers about multimodal writing instruction. Activities in the course supported the students’
development of technological, pedagogical, and content knowledge (TPACK) and engaged them
in critical literacy through an array of experiences that extended the students’ knowledge of
multimodal literacy. For example, to develop students’ functional technology skills, they
navigated and produced multimodal compositions through the Canvas learning management
system and the VoiceThread tool at the start of the course. Additionally, students recognized the
affordances of different technological tools and the benefits of presenting text in a particular way
by studying and critiquing different tools and multimodal texts and reflecting on their use of the
VoiceThread tool. These experiences in the course helped students consider ways in which they
can integrate digital literacies into their teaching across content areas through the careful
consideration of the digital tool and the context for which it will be used. This research
contributed to the field of educational research in that it not only provided a framework for
accessing and expanding students’ competencies in digital literacies, but the research also

20

foregrounded the skills associated with producing and disseminating multimodal texts, or digital
writing.
Two models for professional development in digital writing instruction were explored by
Bruce Taylor, Vintinner, and Wood (2014). The first model, the Advancing Literacy workshop
model, consisted of short, 50-minute workshops organized by TEs and graduate students in a
reading education program. More than one hundred teachers had the opportunity to select which
workshops they would like to attend within a three-hour timespan. The professional learning
took place three times over three years, once in person, and twice virtually using a virtual
classroom platform. In the second model, the Professional Development School (PDS)
partnership model, the researchers worked with one middle school site to provide on-going
professional development to teachers over the course of two years. Professional learning
experiences were tailored to the specific needs for professional development reported by the
teachers within Professional Learning Communities. In both models, teachers reported that the
workshops effectively increased their knowledge in digital writing. On the other hand, the brief
workshops limited the amount of time participants had to engage in the digital tool and were
absent of the opportunity for teachers to reflect on their instruction. The PDS model better
facilitated teachers’ reflective practices in that teachers could describe specific instances in
which the professional development sessions contributed to enhanced teaching and learning.
However, access to technological tools and difficulties implementing their learning served as
challenges for the school-based team. Overall, the researchers demonstrated that there were
potential benefits to both models for professional development, and that one model was not
better than the other.
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Gillis and Marshall (2014) discussed how digital writing tools supported teachers’
professional development. The authors highlighted the importance of teachers receiving
continued support following professional learning experiences and demonstrated how digital
writing tools can be leveraged to meet this goal. Furthermore, Gillis and Marshall (2014) called
on professional development to ensure that pre- and in-service teachers have continued support
in implementing digital writing instruction by allowing teachers to engage in the use of digital
writing tools to support their learning. Professional development experiences should enhance
preservice teachers’ development of knowledge as it relates to digital writing. A critical
framework that considers both pre- and in-service teachers’ knowledge development is the
TPACK framework, which has been used to study preservice teachers’ knowledge, confidence,
and skills related to integrating technology into the classroom, a skill imperative to effective
digital writing practices.

Developing Technological Pedagogical and Content Knowledge (TPACK) in Digital Writing
Mishra and Koehler (2006) suggested that technological, pedagogical, and content
knowledge (TPACK) are essential to “good teaching”. Therefore, for preservice teachers to
effectively integrate digital writing practices, they must have sufficient technological,
pedagogical, and content knowledge as it relates to digital writing.
Martin (2015) reviewed thirty-five journal articles on TPACK. The themes that emerged
from their synthesis of the research provided guidance for enhancing preservice teachers’
TPACK. First, the researcher concluded that teachers must have experiences with technology to
increase their confidence with the use of technology. Martin’s (2015) research suggested that
when TEs’ modeled the use of technology and explicitly taught teachers’ how to use technology,
their confidence in technology use increased. Critical reflection of their enhanced skills in using
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technology led by TEs also supported the teachers' TPACK development. Finally, Martin’s
(2015) review of research highlighted two different approaches to the integration of technology
education into teacher preparation programs: a systematic approach in which technology is
embedded throughout the program, and one course that is dedicated to technology education.
The researcher suggested that an approach that is techno centric, or overemphasizes the use of
technological tools, led to teachers having difficulty in connecting their technological knowledge
to their pedagogical and content knowledge. Thus, embedding technology throughout teacher
preparation courses best supports teachers in developing their confidence in technology use.
Wang, Schmidt-Crawford, and Jin (2018) saw the need to conduct a literature review that
specifically focused on preservice teachers’ development of TPACK. Like the research of Martin
(2015), Wang et al. (2018) also highlighted the importance of TEs modeling the use of
technology for preservice teachers, emphasizing the integral role TEs play in developing
preservice teachers’ TPACK.
Christ, Arya, and Liu (2019) studied the successes and challenges forty-four preservice
teachers in a literacy methods course experienced when integrating technology into their
instruction. Their successes and challenges were analyzed based on their course assignments
such as reading responses, peer video analyses, and self-reflections. Two themes emerged from
the students’ reported successes and challenges: technology planning and instruction and
instructional processes. Some of the challenges expressed by preservice teachers related to
technology planning and instruction was selecting digital texts that were not at the appropriate
level for the students they were working with, leveraging the affordances of technological tools,
and planning for the integration of technology into literacy instruction. Challenges related to
instructional processes included lesson planning and engagement, ineffective teaching methods,
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and technological malfunctions, such as wireless connectivity. A small number of preservice
teachers experienced success in helping students understand and utilize the technological
affordances of particular tools. This finding demonstrates the need for preservice teachers to be
provided guidance in determining the best pedagogical practices that would support their future
students in analyzing the affordances and constraints of various technological tools for the
different tasks they seek to accomplish.
Valtonen et al. (2020) also studied preservice teachers’ orientation toward technological
tools by analyzing their areas of confidence and challenge across the various TPACK domains.
Technology integration posed a challenge for the preservice teachers across the TPACK
domains, including managing students’ behaviors while using technology, keeping their interest
during lessons, and assessing students’ use of technology during collaborative tasks that include
the use of technology. preservice teachers also expressed difficulty in supporting students as they
deal with technological problems during class activities. On the contrary, Valtonen et al. (2020)
found that teachers felt more confident in areas they had more experiences in. These areas
included pedagogical knowledge that specifically relates to teaching specific content areas,
supporting students’ learning and discussion during lessons, explaining lesson activities to
students, and designing lessons.
The findings revealed several areas that teacher-education programs may focus on to
ensure preservice teachers feel confident in their ability to integrate technology into literacy
instruction, know how to help students recognize the best digital tools for various tasks, and can
provide instruction in the use of digital tools to communicate. However, although the teachereducator practices that were found to be most beneficial to preservice teachers’ knowledge
development have been studied, no research has utilized TEs as a unit of analysis to examine the
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teacher educator practices that were enacted in digital literacies, but specifically digital writing.
Therefore, the need for investigating TEs’ practices is evidenced by the lack of published
literature discussing the instructional decisions made by TEs to enhance preservice teachers’
TPACK related to digital writing.
TEs’ Development of TPACK
Although there are few studies discussing TEs’ pedagogical practices that developed
preservice teachers TPACK related to digital writing, researchers have studied the factors that
contribute to TEs’ adoption of the TPACK framework in their instructional practices, how TEs
integrate technology into their instruction, and TEs’ perceptions of TPACK. For example, in
their twenty-seven semi-structured interviews of TEs, Avidov-Ungar and Forkosh-Baruch (2018)
found that some of the factors that contributed to TEs’ use of innovative pedagogical practices
were having professional knowledge and experiences in various pedagogical strategies, including
experiences integrating technology into course instruction. The researchers concluded that TEs
must view the integration of ICTs into their instruction of preservice teachers as necessary,
meaningful, and feasible based on their professional expertise. Thus, TEs must have TPACK to
effectively incorporate ICTs into their instruction of preservice teachers. TEs’ TPACK and use
of ICTs can be enhanced through professional development opportunities that provide targeted
support in adopting and integrating technological practices into pre-service teacher education.
Archambault, Wetzel, Foulger, and Williams (2010) studied the learning of TEs in a
grant-funded professional development series. The series was focused on enhancing TEs’
knowledge related to Web 2.0 tools and 21st century skills to strengthen their instruction of
preservice teachers. The professional learning workshops provided TEs with models of Web 2.0
tools in use and time to collaborate with colleagues to integrate technology into their curriculum.
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To support the TEs in reflecting on their learning during the professional development series,
open-ended questionnaires were used to gather information about the difficulties TEs
encountered when using various tools and goals they have related to technological and
pedagogical innovation. The researchers’ analyses of data revealed that TEs demonstrated shifts
in knowledge as they began to recognize the affordances of networking tools such as Google
Docs, and that technology enhanced what they were already doing in their classrooms instead of
completely changing their course activities. Furthermore, TEs also reported acquiring knowledge
that allowed their pedagogy to facilitate collaboration, student choice, and interest in using a
variety of Web 2.0 tools in their instruction. As a result of the professional learning experience,
TEs became a facilitator of learning and began moving away from traditional, teacher-centered
approaches to instruction. Furthermore, this research demonstrates the importance of TEs
receiving training in integrating digital tools to enhance their TPACK and their instruction of
preservice teachers.
TEs’ Adoption of the TPACK Framework and Technology Competencies
Research related to TEs’ TPACK has studied the necessary competencies TEs need to
learn about technology and effectively teach preservice teachers about integrating technology
into their instruction. Uerz, Volman, and Kral (2018) reviewed modern educational research
published between the years of 2005-2014. Their review of twenty-six articles revealed four
areas of competencies that TEs needed to integrate technology and teach preservice teachers
about technology integration. These competencies included competencies related to using
technology for various purposes, the use of technology for pedagogical and educational
purposes, TEs’ beliefs about education, and TEs’ abilities to shift their pedagogical practices in
their instruction and as it relates to professional development. The reviewed articles proved that
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TEs who had been teaching for more than 15 years displayed more hesitation to integrate
technology into their instruction due to limited experiences with innovating technologies.
However, these TEs may be more proficient with the use of common hardware, such as laptops
and cameras, and software such as Microsoft Word. This finding suggests that TEs must first
know how to use technology prior to integrating technology into instruction.
Technological competence was explained as a major factor that led to TEs’ ability or
inability to incorporate technology into their instruction of preservice teachers (Uerz et al.,
2018). Contrastingly, the researchers advanced the position that technological competence is not
directly correlated with pedagogical competence. Therefore, TEs must have both technological
knowledge and pedagogical knowledge of educational technologies to meaningfully integrate
technology into the content area they are responsible for. It is imperative for TEs to develop their
technological and pedagogical knowledge of educational technologies to ensure that the
preservice teachers in their courses are prepared to incorporate technology into their instruction.
Standards such as the Teacher Educator Technology Competencies (TETCs) and
International Society for Technology in Education (ISTE) standards were developed to support
TEs in enhancing their technological competence and integrating technology into their teaching.
Carpenter, Rosenberg, Dousay, Romero-Hall, Trust, Kessler, Phillips, Morrison, Fischer, and
Krutka (2020) evaluated TEs’ perspectives on the newly created TETCs along with their
knowledge and experiences using educational technology. The researchers gave 336 TEs an
anonymous survey that included close-ended questions regarding the TETCs they believed were
most important and least important and areas of competence they believed they had. Open-ended
questions were utilized to determine TEs’ perception of the newly created competencies,
including the relevance of the competencies to the courses and population of students they teach.
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Like the research of Uerz et al. (2018), the researchers concluded that one of the most important
competencies included using pedagogical strategies that support preservice teachers in using
technology and developing their knowledge about technology. TEs also selected the competency
“Using online tools to enhance teaching and learning” as most important to their role. Although
Carpenter et al. (2020) state that the competencies that were rated as most important are general
and cover a broad spectrum of content areas being taught by TEs, the findings of this research
reinforce the importance of TEs incorporating technology into their instruction of preservice
teachers, which requires the teacher educator to have acquired TPACK. By doing so, TEs can
facilitate the opportunity for preservice teachers to learn about various technological tools in a
safe space where they can explore and learn through modeling and experience.
Nelson, Voithofer, and Cheng (2019) examined factors that predicted TEs’ integration of
TPACK and ISTE Standards (2022). The researchers administered a survey to 806 TEs, probing
their TPACK and technological (TK) knowledge, beliefs about the support they receive from
their institutions in technology integration, and the TEs’ course alignment to the ISTE Standards
(2022). The researchers concluded that TEs’ beliefs that they were supported by their institutions
in their technology integration efforts impacted their TK and TPACK adoption. The data also
demonstrated that TEs who were experienced teaching technology integration courses had higher
TPACK and reported adopting the ISTE Standards (2022) more often than teachers in other
content areas due to their technological expertise. Therefore, the researchers concluded that when
TEs reported having a strong institutional support system with leaders in technology integration,
they demonstrated enhanced TK and TPACK. The increase in TK and TPACK also predicted
adoption of the ISTE Standards (2022). Furthermore, it is important for TEs to acquire TPACK,
so that they are more adept at recognizing how they can integrate the ISTE Standards (2022) into
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their instruction, which will benefit future teachers. Having the support of the college of which
the teacher educator teaches is paramount to ensuring TEs feel supported as they learn about
modern technologies and integrate them into their instruction.

Supporting Preservice Teachers in Developing TPACK
By integrating the ISTE Standards (2022) into instruction, TEs can better support
preservice teachers in developing technological knowledge that will support their pedagogy once
they become in-service teachers. Strategies such as modeling various aspects of technology
integration have been employed to enhance preservice teachers’ TPACK. Setiawan, Hamra,
Jabu, and Susilo (2018) studied how a teacher educator modeled his TPACK through projectbased learning in a pre-service teacher technological education course. Through a case study
narrative approach, the researchers conducted semi-structured interviews and observations of the
teacher educator to create a narrative of how the TPACK framework was considered in the TEs’
instructional practices. Interviews allowed the teacher educator to explain what he does to model
TPACK and engage preservice teachers in utilizing various forms of technology to teach their
future students the English language. To model his TPACK and support TEs in developing
multimedia content to support instruction of English language learners, the teacher educator first
identified ICTs that would be leveraged in his instruction and modeled the various features of the
technologies. Then, the teacher educator employed problem-based learning to help the preservice
teachers explore the technologies in their creation of multimedia content for language learners.
The teacher educator also utilized the flipped classroom method of instruction to provide
students with knowledge they would need to meaningfully engage in face-to-face classroom
meetings and to monitor their progress in accomplishing the course learning goals. Setiawan et
al. (2018) suggested that the teacher educator’s modeling of TPACK enhanced the preservice
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teachers’ understanding of how to integrate technology into their teaching of English learners.
By modeling TPACK, preservice teachers engaged in exploratory and self-regulatory practices
that enhanced their knowledge of ICTs.
The research of Voithofer and Nelson (2021) further elaborated on how TEs support
preservice teachers in developing TPACK. The researchers surveyed 843 TEs to determine how
they were preparing preservice teachers to integrate technology into their instruction. The results
of their survey provided information regarding programmatic integration of the TPACK
framework and individual TEs’ practices that facilitated the integration of TPACK. In response
to survey questions about programmatic practices, participants reported that some teacher
education programs taught teachers about TPACK through standalone educational technology
courses, while other programs integrated technology in content-specific courses and field
experiences. These experiences in courses may provide preservice teachers with the opportunity
to learn about various technologies and their uses and how they can be used to enhance content
area teaching. Respondents reported that field experiences have allowed preservice teachers to
observe TPACK implementation in an in-service teacher’s classroom and reflect on their own
TPACK implementation as student teachers. Survey items regarding individual teacher educator
TPACK practices included the understanding and adoption of the TPACK model and integration
of ISTE Standards (2022). More than 60% of TEs reported that they aligned their course
objectives and activities to the ISTE Standards (2022), yet specific practices that demonstrate
consideration for the ISTE Standards (2022) were unclear. Of the 754 responses to the survey
item asking about TEs’ adoption of the TPACK model, only 38% reported integrating the
TPACK framework into their practices while 62% of TEs were not aware of the TPACK model
or simply did not integrate it into their practices. Also, the researchers determined that TEs
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helped students recognize appropriate use of technology for specific tasks and intended
outcomes. TPACK was introduced along with other technology integration frameworks to help
preservice teachers recognize the scope of technology integration models. The researchers noted
that some TEs emphasized TK over other domains of TPACK and suggested that further
research is needed to determine how TEs conceptualize TPACK and its domains.
The importance of this research is revealed by the number of TEs who responded to the
survey (843) along with the various conceptualizations and methods of implementing the
TPACK framework into their instruction. This information shows many TEs are considering
technology integration, technology competencies, and their technological knowledge in their
instruction of preservice teachers.
The reviewed research regarding TEs and TPACK provides valuable information about
TEs’ TPACK development, practices that supported preservice teachers’ development of
TPACK, and the professional support needed for TEs to continue enhancing their TPACK.
However, the research focused on various populations of TEs, including both elementary and
secondary TEs across content areas. Also, although the research does provide useful information
about TPACK through the lens of TEs, specific implications regarding elementary literacy TEs
were not derived from this study. Additionally, specific implications about how TEs’ TPACK
supported them in teaching preservice teachers about digital literacies and digital writing is
absent from the educational literature. This supported the need for an investigation into TEs’
TPACK related to digital writing and the associated digital writing practices enacted in
instruction that develop preservice teachers’ knowledge about digital writing.
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Summary
In this chapter, a historical overview of the research that informed the conception of
digital literacies and digital writing was reviewed to demonstrate how increased access to
communicative technologies has called on educators to revisit their practices in literacy. As the
dichotomous view of literacy as reading and writing has shifted to focus on new literacies and
New Literacies, the research revealed the need for preservice teachers to be prepared to teach
literacy in a digital age. I reviewed research that provided important implications for preservice
teachers’ continued learning in digital literacies and digital writing. However, no studies have
been published regarding digital writing in teacher education. Notably absent from this literature
review is research specifically focused on TEs’ enacted practices in elementary literacy courses
that support preservice teachers in developing their knowledge of digital literacies, and most
importantly, digital writing. To address this gap, I conducted a qualitative case study to
investigate TEs’ knowledge and practices in digital writing. In the next chapter, I elaborated on
the TPACK theoretical framework, and the methods utilized in the present study.
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CHAPTER THREE: THEORETICAL FRAMES AND METHODS
Introduction
In this chapter, I elaborated on the Technological Pedagogical and Content Knowledge
(TPACK) theoretical framework, which was central to the data analysis in this study. I also
provided an explanation of the pilot study that informed the research questions for this study. An
explanation of the approach that I used in this research is also provided.

Theoretical Framework
Multiple frameworks for technology integration to support students’ literacy learning
have emerged in the 21st century. The Technology Integration Model (TIM), Substitution
Augmentation Modification Redefinition (SAMR), the Passive Interactive Creative Replacement
Amplification and Transformation (PICRAT) model, and Technological Pedagogical and
Content Knowledge (TPACK) models have all been considered guiding frameworks for
technology integration in teacher preparation programs to develop both pre- and in-service
teachers’ knowledge about teaching with technology.
The Technology Integration Model (TIM) began its development in 2003 to assess needs
for professional development in technology along with areas for improvement in technology
integration (Harmes, Welsh, & Winkelman, 2016). The TIM framework incorporates different
levels of technology incorporation along with descriptors of classroom environments that utilize
technology. This framework focuses on the pedagogy in which technology is integrated with its
focus on the classroom and instructional conditions. On the other hand, another widely utilized
framework for technology integration, The Substitution Augmentation Modification Redefinition
(SAMR) Model, was introduced as a framework for evaluating the impact of technology
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integration on teaching and learning (Puentedura, 2006) and helps teachers consider the way they
are integrating technology into their instruction. A more recent model, the PICRAT model, is
student-focused in that it allows teachers to reflect on the ways in which students are engaged
with technological resources (Kimmons, Graham, & West, 2020). The PICRAT model considers
student roles (passive, interactive, or creative) when using technology along with how students
are using technology (replacement, amplification, or transformation) (Kimmons et al., 2020). All
these models for teacher technology integration have limitations. For example, the RAT aspect
of the PICRAT model has not been thoroughly investigated in educational literature (Kimmons
et al., 2020). Also, the SAMR model is focused on the evaluation of the learning tasks, while the
TIM focuses on the evaluation of pedagogy. Of little consideration in these models is the
knowledge that supports teachers and TEs in developing a learning environment that allows for
successful integration of technology into literacy instruction.

The TPACK Framework
Koehler and Mishra (2008) described teaching as an ill-structured problem, having no
“correct” solution for solving potential problems. Technology is constantly changing and
evolving, requiring teachers to focus on methods of navigating new terrain that innovative digital
technologies present. Digital literacies play a key role in navigating these complex problems, and
require teachers to acquire and utilize technological, pedagogical, and content knowledge
(TPACK).
The TPACK framework should be considered when thinking about developing the
knowledge of 21st century teachers and future teachers. Shulman (1986) insisted that there was
an intersection between teacher’s pedagogical and content knowledge and posited the idea that
teachers must utilize both pedagogical and content knowledge (PCK) to develop high quality
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learning experiences for students. Mishra and Koehler (2006, 2008) expanded this notion by
considering the role new technologies played in modern teaching and learning. Thus, Mishra and
Koehler (2006) suggested that multiple domains of knowledge should be considered in teacher
preparation programs and in-service teacher professional learning experiences to provide
teachers with the necessary knowledge to incorporate research-based best practices for
instruction with technology. Technological knowledge (TK), pedagogical knowledge (PK),
content knowledge (CK), technological pedagogical knowledge (TPK), technological content
knowledge (TCK), pedagogical content knowledge (PCK), and the integration of these domains
(TPACK) must all be developed for teachers to create valuable learning experiences that
privilege not only technology integration, but digital literacies. Mishra and Koehler (2006)
advanced the position that the connections between the domains of teacher knowledge should be
of focus in teacher education.
The integration of technology should not be seen as an isolated effort. The role of
technology within a particular lesson should be considered in conjunction with the content being
taught and the pedagogical practices of which the content will be delivered. Although other
frameworks for the integration of technology into teaching and learning, such as the TIM Matrix
and SAMR Model, have considered how learning environments and pedagogical practices may
be influenced by the integration of technological tools in instruction, the TPACK model
considers the knowledge of pre- and in-service teachers that allows them to develop the teaching
and learning conditions proposed in the TIM and SAMR models.
The TPACK framework was selected to support the analyses in this study because of the
focus on the practices enacted by TEs that were intended to help preservice teachers develop
knowledge and/or pedagogical practices in digital writing. Used the TPACK framework to
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consider various domains of knowledge in digital writing that TEs possessed. This framework
does not emphasize one knowledge domain over another. Instead, one must consider the
connectivity of the TPACK domains when analyzing preservice teachers’ development of
knowledge and the practices of TEs that may have contributed to that knowledge development.
Thus, the TPACK framework was most appropriate for this stud, first because of the centrality of
one’s knowledge in the TPACK framework. Also, this framework was most appropriate because
of my interest in focusing on the knowledge of TEs and how they demonstrate, or enact, their
knowledge of digital writing in their instructional practices in their elementary literacy courses.

Methodology
In the remaining sections of this chapter, I present a description of the pilot study that
informed the research question and methodology for the present study, a rationale for the
selection of the qualitative case study approach, researcher positionality and trustworthiness, data
collection and analysis, and how I addressed potential ethical concerns.

Pilot Study
During the spring of 2021, I conducted a pilot study in which I investigated TEs’
experiences with digital literacies and digital writing in their pre-service teacher preparation
courses. I interviewed six participants from one large Southeastern University in the United
States. Four were TEs who taught elementary pre-service teacher courses in literacy and two
participants were faculty administrators who set and review requirements for the elementary preservice teacher education courses based on state and national guidelines for teacher preparation
coursework. I conducted one, 30-to-45-minute semi-structured interview with each of the
participants in which I asked them about the requirements for integrating digital literacies and
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digital writing into teacher preparation instruction, how they utilized technology in their
coursework, and how they defined digital literacies and digital writing.
The interviews conducted with each participant provided important insight about the
integration of technology into literacy instruction. First, I concluded that instruction in digital
literacies and digital writing is implicitly present in the elementary teacher education program.
TEs provided PSTs with opportunities to engage in digital spaces for the purposes of reflecting
on course readings and responding to one another’s reflections. I determined that digital
literacies and digital writing was implicitly present because the types of activities participants
discussed did not provide preservice teachers with the freedom to select the resources and tools
they believed would allow them to most effectively represent their thinking about course
content—the process and product was standardized for all students. On the other hand, I also
concluded that the Covid-19 pandemic led to an increase in opportunities provided to preservice
teachers to utilize digital tools in the elementary literacy courses. Participants reported that they
previously did not utilize technological tools in their literacy courses until the pandemic forced
them to determine what digital resources and tools would meet the learning needs of the students.
Of great interest was the finding that TEs and the faculty administrators believed that
more professional learning opportunities needed to be provided to TEs to ensure that they were
equipped to prepare future teachers to integrate practices in digital literacies and digital writing
into their classroom. This finding provides important implications for colleges and universities,
such as ensuring TEs understand expectations for integrating digital writing practices into their
teacher preparation instruction and providing many opportunities for professional learning in
digital literacies and digital writing.
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The number of interviews and sources of data were limitations in the pilot study. The
primary source of data in this study was the single interview with each participant. This
prevented me from maintaining an ongoing process of data collection and analysis because I did
not conduct follow up interviews to seek clarification or further probe participants. Additionally,
I collected documents such as course syllabi and assignment descriptions to consider how what
participants shared during their interviews aligned to the learning experiences and assignments
provided to students. However, I did not analyze these documents to support my analysis of the
interview transcripts. I believe that analyzing these documents would have provided me with
another source of data to further justify the conclusions I made about the participants. Finally, I
did not see the TEs in practice since I did not conduct any classroom observations. This would
have provided me with pertinent information about the TEs’ practices in digital writing and
would have also given me another data point to triangulate.
In summary, the pilot study I conducted allowed me to gather preliminary information
that I could investigate further as it related to digital literacies, more specifically digital writing
instruction. The current study accounted for the findings of the pilot study and extended the
intention of the pilot study by considering the knowledge and practices enacted by TEs in their
digital writing instruction through interviews, observations, and document analysis. Thus,
leading to the refinement of the following research questions that facilitated the remainder of the
study.

Research Questions
The following research questions guided the present study:
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RQ1: How do TEs describe their technological, pedagogical, and content knowledge of digital
writing?
RQ2: How is TEs’ knowledge of digital writing evident in their teaching?

Methodology of Current Study: Qualitative Case Study
Case study research focuses on describing a phenomenon with the understanding that the
phenomenon cannot be observed in isolation of its context (Merriam, 1998). Researchers may
elect to use case studies after carefully identifying the case of interest, clearly defining the
boundaries for studying the case, and determining if the case is representative of a particular
concern that needs to be further investigated (Merriam, 1998). Cases may have many aspects
contributing to their complexities, but researchers must clearly define the boundaries of which
the case exists (Stake 2005). Thus, case studies are descriptive in nature being that they result in
a thorough analysis that deepens one’s understanding of the phenomenon, reveals the layers of
complexities inherent to the phenomenon, and provides characteristics about the context in
which the phenomenon exists. Because of these innate qualities of case studies, researchers
utilizing the case study approach must employ a variety of data collection and analysis methods
to thoroughly explain the bounded case (Merriam, 1998). These explanations should address the
“how” or “what” questions posed about the case to advance scholarly assertions about the case in
context (Stake, 2005).
To illuminate the unknown about digital writing knowledge and practices, explanations
addressing the current knowledge and practices in elementary teacher preparation programs are
necessary, which helped me determine that a case study approach was necessary. As I concluded
in my review of literature, limited educational research has focused on TEs’ technological,
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pedagogical, and content knowledge of digital writing. Although some research has discussed
TEs’ practices in integrating technology, research in elementary teacher preparation has not yet
produced a thorough description of digital writing knowledge and practices of TEs. To explain
the nature of teacher preparation education as it relates to digital writing, the case study approach
was necessary (Stake, 2005). I identified the case as digital writing knowledge and practices.
This is due to my wanting to describe the knowledge and practices in digital writing present in
the specific context of study, as related to specific domains of the TPACK framework. Case
study research provided me with an element of flexibility in data collection and analysis
approaches since every aspect of the case should be examined using a variety of data sources
(Merriam, 1998).
By using the case study approach, I provided information about the knowledge and
enacted practices related to digital writing in elementary teacher preparation. I also represented
the case in a way that is informative as I began to understand the case in unexpected ways
(Stake, 2005).

Site and Participants
I conducted this research at a large university in the Southeastern region of the United
States. I selected this site because of its proximity was convenient to my location. I was also
aware of TEs at the university who had demonstrated knowledge of digital writing practices in
my previously conducted research. Additionally, as an administrator in a local school district that
employs many graduates from the university’s teacher preparation program, I was especially
concerned with ensuring that preservice teachers receive adequate preparation for teaching
today’s 21st century learners.
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The goal of this case study was to generate information about knowledge and practices in
digital writing as demonstrated by TEs. Therefore, it was integral for me to develop criteria for
purposeful selection because it allowed me to select participants based on criteria I have
determined (Creswell & Guetterman, 2018). The selected participants must have been a current
elementary preservice teacher educator. Because this investigation focused on knowledge and
practices in digital writing, selected participants must have had a teaching load that included at
least one course focused on elementary literacy.
Often in qualitative case study research, the researcher selects participants based on the
researcher’s knowledge of particular people or contexts (Stake, 2005). When conducting the
present study, it was pertinent for me to identify participants who had digital writing knowledge.
Of the six participants I interviewed during the pilot study, two participants shared digital writing
practices they had incorporated into their instruction. The information gathered from the
interviews with these participants prompted me to want to learn more about their knowledge and
practices related to digital writing. Since the case is bounded around digital writing knowledge
and practices, these participants were determined to be “information-rich” (Creswell &
Guetterman, 2018). I determined that the participants could provide critical information related
to my investigation of digital writing.

Participant Recruitment
To recruit participants, I sent an e-mail asking for their continued participation in my
research efforts (Appendix A). In this communication, I informed participants about the types of
data I would collect during the study, the amount of time anticipated for their participation, and
that I would treat any information shared during their participation in the research with
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confidentiality including using pseudonyms when referring to the participants and removing
identifying information from any artifacts shared.
After I sent the recruitment e-mail to the two TEs who participated in the pilot study, one
teacher educator declined participation. The second teacher educator asked to meet via Zoom to
discuss my research intentions to determine if she would like to participate. During this Zoom
meeting, I explained key ideas that I found during my review of literature and the gap in the
research that I sought to address in the present study. The participant decided not to participate
but provided me with names of other TEs who taught literacy courses.
I sent the recruitment e-mail to two of the preservice TEs who the TEs from the pilot
study recommended to me. Both TEs asked to meet with me to gain a better understanding of the
research questions, anticipated data sources, and their involvement in the research. After
informing both TEs about the purpose of the study, research questions, and methodology, both
TEs agreed to participate in the study. Megan and Nancy, the participants’ pseudonyms, were
experienced TEs in the elementary preservice teacher preparation program at the university.
Each participant taught elementary literacy courses to PSTs, such as the language arts methods
course, children’s literature, and basic foundations of reading. Megan taught a cohort of students
over the series of her course assignments within a year, while Nancy taught different students in
each class.

Access
As a student and adjunct instructor at the university, I had access to knowledge about the
university’s elementary teacher preparation courses and who was currently teaching the
elementary literacy preservice teacher courses at the time I conducted this study. This knowledge

42

provided me access to the participants of interest after receiving recommendations from a teacher
educator who participated in the pilot study. I gained access and consent from the participants by
sending personal e-mails to the selected participants to confirm their consent for participation
and communications using e-mail and the Zoom platform. Having access to the university also
allowed me to observe participants’ instruction of PSTs for the purposes of data collection.

Researcher Positionality
To ensure transparency, it is important that I disclose that I am a graduate of the
elementary teacher preparation program at the university this research took place. I was
especially interested in studying TEs’ practices once I became a doctoral student at the
university. This is because I entered the doctoral program after having experience as a
practitioner in a local district. I recognized the importance of developing teachers’ knowledge in
digital writing prior to them becoming teachers because many teachers in the district I worked
requested professional development in digital writing, especially at the beginning of the Covid19 pandemic. The local district also employs many graduates from the university. I developed
interest in this research when I began wondering how college graduates in the 21st century had
difficulties providing students with meaningful writing experiences using digital writing
resources. Although teachers’ planning difficulties were amplified by the shift to distance
learning during the pandemic, it was my understanding that teacher preparation programs were
integrating the use of technological tools by providing instruction in digital literacies and digital
writing. The requests for professional development in digital writing were very surprising to me
because of my assumption that teacher preparation programs integrated digital writing practices
into the curriculum.
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My relationship to the research problem provided me with a level of insider knowledge
that might not be available to most researchers. My experiences as a practitioner in a local school
district that employs many graduates from the university allowed me to determine a gap in
educational research that has not been addressed by researchers. Because I am aware of teachers’
requests for professional development, I identified an area of elementary educational practice
that needed to be addressed as soon as possible for the benefit of local teachers and those in other
contexts. As a district leader who supports the professional development of elementary teachers,
the success in the university’s ability to produce elementary teachers who are equipped to teach
21st century students is directly connected to my work in the local school district and to
professional development sessions made available through the district. Therefore, this research
provided me with the benefit of being an insider at the local school district of which many of the
university’s graduates might work along with having the access to the university to gain
information about the preservice teacher preparation courses for elementary teachers.

Data Collection
Yin (2006) proposed that case study research may arise from a need to explore what
happens by conducting direct observations and gathering first-hand accounts from carefully
selected participants in a context. This allows the researcher to gain an in-depth understanding of
the case and the context surrounding the selected case(s). Because of the descriptive quality of
case studies, case study researchers may collect multiple sources of data to investigate their
research interests. It is imperative for qualitative case study researchers to collect extensive
information about the bounded case (Creswell & Poth, 2018). Therefore, to understand how TEs
conceptualized knowledge and enacted practices related to digital writing, it was necessary for
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me to collect data from multiple sources. I used interviews, observations, and documents as
primary data sources in this research.

Interviews
The questions asked during an interview should reflect the research questions qualitative
researchers are investigating (Creswell & Poth, 2018). However, qualitative researchers must be
careful not to neglect the opportunity to gain an understanding of social processes because of
conducting interviews (Silverman, 2017). I gained first-hand information from TEs about the
social processes, specifically teaching and learning, which supported their development of
knowledge and practices in digital writing using interviews. I negotiated the meeting times of the
interviews with participants based on their availability. I asked participants to meet with me
using the Zoom platform and requested their permission to record our meetings using Zoom. I
used the platform’s automatic transcribing feature to support my analysis of the interviews.
However, I edited the transcription as necessary to fix errors such as sentences inappropriately
segmented and spelling errors.
Before asking any questions from the participants, I reminded them that any identifying
information shared during the interview would not appear in any written reports about the
research and that I would keep the data collected during the study on a password-protected
device only I had access to. I also began the interview by sharing the research protocol for
participants to review again. This was also the time I reconfirmed participants’ consent to
participate in the research.
I used semi-structured interviews to investigate Research Question One, “How do TEs
describe their technological, pedagogical, and content knowledge of digital writing?” The
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interview protocol (see Appendix D) probed TEs’ knowledge about digital writing and asked
participants to discuss how they utilized this knowledge in their preparation of PSTs. This
provided information about Research Question Two, “How is TEs’ knowledge of digital writing
evident in their teaching practices?”
Creswell and Poth (2018) argued that multiple interviews allow the case study researcher
to gain extensive information about the case. I conducted two, 30-minute semi-structured
interviews with participants to gain a deeper understanding of digital writing knowledge and
practices. During the initial interviews (see Interview Protocol in Appendix D), I asked
participants about their technological, pedagogical, and content knowledge of digital writing. I
also asked questions about how the participants engaged pre-service teachers in the use of digital
writing tools, the successes and challenges encountered when integrating technology into literacy
instruction, and how the TEs helped PSTs navigate the challenges encountered when using
digital writing tools. During the initial interviews, I also requested a time to observe the
participants during an elementary preservice teacher educator course, so that I could observe
their enacted practices. Finally, during the initial interviews, I requested documents that reflected
the participants’ digital writing practices for analysis.
After the initial interviews, observation, and analysis of documents, I conducted a second
round of follow up interviews to discuss wonderings I had after initial data collection. I also
asked questions during these interviews to help confirm the representativeness of preliminary
conclusions that I had drawn based on initial data analysis (see Appendix E).
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Observations
Qualitative case study researchers are interested in observing the “ordinary in
happenings” (Stake, 2005, p. 453). To see TEs’ practices in a naturalistic setting, I used
observations as an additional source of data. During the interviews with participants, I asked to
observe their instruction of PSTs to gain a better understanding of how they enacted their
knowledge of digital writing in their instruction of preservice teachers. I asked participants to
share a time they believed would be most beneficial for me to observe based on their own
schedule and course activities. I asked participants to consent to being observed one time.
I conducted observations as a nonparticipant in the setting (Creswell & Poth, 2018). This
allowed me to record information focused on the practices enacted by the teacher educator using
an observational protocol (see Appendix F). After the participants granted me access to observe
the course section, I maintained transparency in my research approaches by informing
participants about my decision to observe as a nonparticipant. Since I was primarily interested in
the observed digital writing practices of TEs, it was imperative for me to pay close attention to
the TEs’ practices during instruction. As a nonparticipant observer, I can enter the setting with
the sole purpose of observing the participant with the goal of gaining information for Research
Question Two. Thus, when I arrived at the class on the date of the scheduled observation, I sat in
an area where I could easily see both the elementary preservice teacher educator and the
materials they were presenting to the PSTs. I also did not engage in any collaboration with the
preservice teachers during the class. Furthermore, I maintained a position as an outsider entering
the classroom community as not to become an insider, but to simply observe what was occurring
within the setting.
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Before observing participants, I requested to video record the participant’s instruction
using the Zoom platform. I did so by setting up my personal computer in a classroom location
that the participant believed would capture their instruction best. Recording the participants’
instruction using the Zoom platform allowed me to rewatch the observation and transcribe
segments of the observation using the platform’s automatic transcribing feature. To maintain
confidentiality, I set up the Zoom meeting with only one participant, myself. During the
observation, I positioned the computer in a place that did not record faces of non-participants,
PSTs, who were present in the classroom. During data analysis, I removed all utterances from
non-participants from the transcription. I only transcribed information from the participants.
By observing TEs’ practices, I considered how they described their digital writing
knowledge and practices in conjunction with their implemented practices. Seeing these practices
in action prompted additional wonderings for further investigating TEs’ knowledge and
practices. I posed questions about these wonderings during the follow up interviews with
participants by participants by asking clarifying questions about observed practices.

Documents
The final source of data were course documents. Documents serve many purposes related
to their contents and functions within a context (Prior, 2012). Because I analyzed documents to
investigate digital writing knowledge and practices enacted in elementary teacher preparation
programs, I was interested in both the content and function of course documents. I requested
documents to analyze during the initial interviews with participants. I asked for assignment
descriptions, course syllabi, sample assignments from preservice teachers, and presentations.
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I first analyzed the documents for any evidence of digital writing using the Initial
Document Analysis Protocol (see Appendix G). I analyzed documents that I found to have
evidence of digital writing using the Secondary Document Analysis Protocol (see Appendix H). I
developed these protocols based on the research questions that guided this investigation. The
protocols include items that allowed me to focus my analysis of the documents on the digital
writing practices enacted in the elementary preservice teacher education program. After
analyzing the documents, I asked questions related to emerging wonderings I had during
analysis, such as when the participants used the documents, in what course, and for what
particular purpose.
I provided a summary of data sources along with their purposes in Table 1. This table
also includes the requests that I made to participants to collect these data sources to ensure
transparency in the data collection and analysis processes. To collect enough data for effective
triangulation of data, I collected a consistent amount of data from each participant. For example,
I observed each participant once and interviewed each participant twice. I analyzed each
participant’s data before comparing data across participants.
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Table 1 Data Collection Methods, Purpose, and Requests Made to Participants

Data
Interview

Observations

Documents

Purpose
Request Made to Participants
I conducted interviews to address the first Toward the end of the interview, I
research question, “How do TEs describe asked participants to provide a
their technological, pedagogical, and
time that I could observe their
content knowledge of digital writing?”
instruction to see how they enact
and to ask additional questions about what their digital writing knowledge. I
I observed during participants’ instruction also asked participants to share any
and noticed when analyzing documents. artifacts (course syllabi,
assignment descriptions, examples
of feedback given to students, etc.)
that would help me analyze how
they enact their digital writing
knowledge. I negotiated a time and
date to interview participants for
all interviews.
I collected observational data to address I negotiated a time, date, and place
the second research question, “How is
to observe participants’ instruction
TEs’ knowledge of digital writing evident as a nonparticipant observer. I
in their teaching practices?”
asked participants for a follow up
interview to discuss what I
observed during their instruction.
I used documents, such as course syllabi I requested documents participants
and presentations, to examine the learning used in their courses and asked
goals, activities, and anticipated outcomes participants for a follow up
related to digital writing to gain more
interview where I asked additional
information about the second research
questions about the documents
question
shared.

Data Analysis
Analysis of qualitative case studies results in “thick descriptions” of the cases that
thoroughly describe and accurately portray the case (Merriam, 1998, pp. 30, 211). Since the
research questions were focused on describing the digital writing knowledge and practices
evident in an elementary teacher preparation program, I used the domains within the TPACK
framework to guide the analysis of the data. I used multiple methods to analyze the collected
data with consideration for the TPACK framework. The following sections describe the analytic
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passes for each data source. I adopted the use of the term “analytic pass” (Skukauskaite, 2019) in
this research to refer to each time I revisited the data sources with the purpose of analyzing
evidence of digital writing knowledge and enacted practices.

Analysis of Interviews
Kvale (2011) noted that the first step in interview analysis may occur during the
interview because the interviewer can seek confirmation in what he/she believes the participant
is sharing and ask additional probing questions (Kvale, 2011). During the interviews, I utilized
probing and clarifying questions as a preliminary analytic step to begin to understand what the
participant was sharing about digital writing knowledge and practices. The first analytic pass
began once I re-listened to the interviews and noted times in which the participants shared
information about their technological, pedagogical, and content knowledge as it related to digital
writing. I used these times to determine segments of the recorded interviews to identify segments
in which the participants described digital writing knowledge and/or practices, the second
analytic pass. Because the researcher begins to draw conclusions and raise questions when
transcribing interviews, the transcription of the segments of the interview was the third analytic
pass.
During the fourth analytic pass, I coded the interview segments based on their relevance
to the TPACK domains. I coded data based on the TPACK domains that accounted for the use of
technology since digital writing requires the use of informational communication technologies
(Grabill & Hicks, 2005). Therefore, the segments were either coded for Technological
Knowledge (TCK), Technological Content Knowledge (TCK), Technological Pedagogical
Knowledge (TPK), or Technological Pedagogical and Content Knowledge (TPACK) (see Table
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2). Therefore, I did not include the domains of Pedagogical Knowledge (PK), Content
Knowledge (CK), and Pedagogical Content Knowledge (PCK) in the analysis. The coding of the
interview transcriptions supported me in determining follow up interview questions and
identifying preliminary themes that were emerging from the data.
Table 2 Code Book

Code

Meaning

Operational Definition

TK

Technological Knowledge

“A deeper, more essential understanding and mastery
of information technology for information
processing, communication, and problem solving
than does the traditional definition of computer
literacy” (Koehler & Mishra, 2009, p.64).

TCK

Technological Content
Knowledge

“An understanding of the manner in which
technology and content influence and constrain one
another” (Koehler & Mishra, 2009, p.65).

TPK

Technological Pedagogical “An understanding of how teaching and learning can
Knowledge
change when particular technologies are used in
particular ways” (Koehler & Mishra, 2009, p.65).

TPACK

Technological Pedagogical The basis of effective teaching with technology,
and Content Knowledge
requiring an understanding of the representation of
concepts using technologies; pedagogical techniques
that use technologies in constructive ways to teach
content; knowledge of what makes concepts difficult
or easy to learn and how technology can help redress
some of the problems that students face; knowledge
of students’ prior knowledge and theories of
epistemology; and knowledge of how technologies
can be used to build on existing knowledge to
develop new epistemologies or strengthen old ones”
(Koehler & Mishra, 2009, p.66).
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Analysis of Documents
After collecting documents from participants, I used the Initial Document Analysis
Checklist to complete the first analytic pass of each document (see Appendix G). This checklist
helped me determine if evidence of digital writing knowledge and/or practices were present
within the document. I conducted the second analytic pass by writing anecdotal notes in the final
column of the Initial Document Analysis Checklist to capture what was present in the document,
such as assignment directions that referred to the integration of digital writing technologies. For
documents in which evidence of digital writing knowledge and/or practices were determined to
be present, I began a third analytic pass using the Secondary Document Analysis Protocol (see
Appendix H) for each document. While working on the Secondary Document Analysis Protocol,
I reviewed each document again to respond to the questions on the protocol. I made comments
for each part of the protocol and organized these comments based on the document I reviewed.
The fourth analytic pass began once I categorized information in my notes on both document
analysis protocols. I categorized information about the documents by looking for similarities
amongst the documents. I organized these similarities into two categories: integration of digital
writing platforms and modeling expectations for digital writing. After organizing my notes about
the documents into these two categories, I used the TPACK domains to code the notes, which
was my sixth analytic pass. Finally, I identified preliminary themes.

Observations
Like the participant interviews, observations were video recorded using the Zoom
platform after gaining participants’ permission to record them during their instruction. The first
analytic pass began during the observation while I used the observational protocol (see Appendix

53

F) to observe the participants’ instruction of PSTs. As I observed the participants’ instruction, I
took descriptive notes to describe what was happening. Because I recorded the interviews, I
revisited the observational protocol and wrote additional descriptive notes while reviewing the
recordings. The second analytic pass began after I rewatched the observation and reviewed the
observation protocol to determine segments of the observation that I would further examine
based on evidence that gave me information about the second research question, “How is TEs’
knowledge of digital writing evident in their teaching practices?”
Next, I event mapped the identified segments. Scholars have discussed event mapping to
begin connecting events to the contexts of their occurrences prior to transcribing more specific
language and activities (Skukauskaite & Girdzijauskiene, 2021). I then identified specific
segments within the event maps to transcribe for the fourth analytic pass. During the fifth
analytic pass, I coded the transcriptions using the identified domains of TPACK. Following this
analytic pass, I revisited the preliminary themes developed during the interviews to determine if
any similar themes were emerging during the segments of the observation. I also developed other
preliminary themes based on added information I learned during the observations. Referring to
the themes that I developed after the interviews while analyzing the observations allowed me to
preliminarily triangulate data to determine similarities across data sources.

Identifying Themes Across Data Sources
During the final analytic pass for each data source, I used the TPACK codes to identify
preliminary themes. Themes run through the data and requires the researcher to ponder what the
data is telling her (Morse, 2008). I identified the themes as preliminary because as I raised
additional questions about the “what” and “how” of the data after analyzing the initial interview
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and documents, I sought information from participants in the form of follow up interviews and
an observation of their instruction of PSTs. The analysis of the data that I collected in addition to
initial data collection followed the same analytic passes (Table 3). The last step that I used that
led to the conclusion of the data analysis was the triangulation of data.
Table 3 Data Sources and Analytic Passes

Data Source
Analytic Passes
Interviews, including 1. I listened to interviews to determine points of interest.
follow up interviews 2. I identified segments of the interviews to transcribe.
3. I transcribed the identified segment(s).
4. I coded the transcriptions using TPACK domains.
Observations
1. During the observations, I captured descriptive notes.
2. I rewatched the observations and took additional notes on the
observational protocol.
3. I reviewed the recorded observation and protocol that contained my
notes to determine segments of interest.
4. I event mapped the segments.
5. I transcribed the segments.
6. I coded the transcriptions using TPACK domains.
7. I identified preliminary themes.
Document Analysis 1. I completed the Initial Document Analysis Checklist.
2. I wrote descriptive notes about the document.
3. If I found evidence of digital writing knowledge and/or practices, I
completed the Secondary Document Analysis Protocol.
4. I categorized my notes about the documents of interest.

Triangulation
I engaged in the triangulation process by organizing all the preliminary themes into a
table. I looked for similarities in the way the participants described technological, pedagogical,
and content knowledge in digital writing along with the digital writing practices enacted during
elementary preservice teacher instruction. I made comparisons across all data sources to draw
conclusions in response to the research questions. By doing so, I confirmed that each data source
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represented digital writing knowledge and practices similarly and identified overarching themes
present in the data. These overarching themes supported me in presenting implications for TEs. I
reported findings and implications based on the comparisons and the confirmation of the
conclusions by participants through the member checking process.
Yin (2006) suggested that one of the main goals of collecting multiple sources of data in
case study research is for the purposes of triangulation. Triangulation of data allows the
researcher to utilize multiple pieces of evidence to confirm what he/she has begun to conclude
and supports the users of the research in arriving at accurate interpretations of what the data says
and means (Stake, 2005). By triangulating data, the researcher presents the readers with the
opportunity to “didactically teach” the reader what has been learned from the intense study of the
cases while providing sufficient evidence to “validate both the observation” made by the
researcher and the generalizations made by the users of the research (Stake, 2005, pp. 455-456).
By determining how multiple sources of data allude to a similar conclusion, case study
researchers can make their findings more robust (Yin, 2006).

Trustworthiness
I first established trust by ensuring the confidentiality of each participant. Upon agreeing
to participate in the study, I provided participants with a pseudonym, Megan and Nancy. I refer
to the participants as such in the findings of the study. Additionally, I was transparent in my
interest in conducting this research as a person who is employed by a local school district that
will employ many of the TEs’ students in the future. During the participants’ requested phone
calls to learn more about my research before they agreed to participate, I described my
educational background and employment to them to further establish the importance of this
research to me. It was important that I made the participants aware of this so that they understood
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that my viewpoint toward enhancing elementary teacher preparation is a direct result of my
experiences as a local school district administrator.
To further establish the trustworthiness of my research, I ensured mutual beneficence as a
result of conducting this research by engaging in the process of member checking. Member
checking involves bringing “tentative observations back to the people from whom they derived
and asking them if the results are plausible” (Merriam, 1998, p. 204). This process not only
enhances trustworthiness between the researcher and participants but allows the researcher to
enhance the validity of the findings. Through member checking, I allowed the participants to
determine if I described digital writing knowledge and practices accurately. The member
checking process also allowed me to make certain that the conclusions I intended to report as a
result of this research truly were representative of the information shared with me during the data
collection phase of the study sought participants’ feedback in the data analysis process in by
asking clarifying questions during the follow up interview to confirm that my analysis of digital
writing knowledge and practices were accurate.
I also e-mailed participants the preliminary themes and a brief description of the evidence
that led to the identification of these preliminary themes (see Appendix I). In the e-mail, I asked
participants to confirm that the analysis was agreeable and representative of what they shared
during the data collection phase of the research. This provided participants with transparency
about the process. Furthermore, the member checking also allowed participants to see how I
described their digital writing knowledge and practices based on their engagement in the
research study. This practice ensured trustworthiness of the data because participants
acknowledged that the data analysis reflected the intent of the study and the way in which they
wanted digital writing knowledge and practices represented in the study.
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Ethical Concerns
I maintained high ethical standards in this study by gaining IRB approval for this study
(see Appendix B). I requested exemption because this study involved no more than minimal risk
to participants. The greatest risk was inadvertently revealing participants’ identities based on the
documents they shared with me that contained human-like images, Bitmojis. However, I
removed these images from the documents before inserting them into the findings so that I could
ensure that Megan and Nancy’s identities remained protected.

Timeline
I conducted this research in the spring semester of the 2022 academic year (See Table 4).
To ensure I conducted ethical research, I submitted an IRB application in January, along with the
participant recruitment e-mails (see Appendix A and B). After gaining IRB approval and consent
from participants, data collection and preliminary analyses began. Analyses were determined to
be preliminary to acknowledge the opportunity for participants to examine my conclusions
through the process of member checking. Providing participants with the time to review
preliminary analyses through member checking helped me ensure I accurately represented
participants’ experiences and provided accurate responses to the research questions. Final
analyses were based on the data analysis procedures described in the following section and the
collaborative process of member checking.
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Table 4 Research Timeline

January

IRB Approval, Participant Recruitment, Consent

February- April

Data Collection + Preliminary Analyses

April - May

Final Analyses + Member Checking

Summary
In this chapter, I presented the research questions, method of qualitative case study, data
collection, data analysis, and ethical concerns related to this research study. In the next chapter, I
present the analysis of the collected data, including the findings from each data source and
themes.
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CHAPTER FOUR: FINDINGS
Introduction
The purpose of this qualitative case study was to investigate TEs’ digital writing
knowledge and practices in a situated teacher education program housed in a large metropolitan
university in Southeastern United States. By interviewing and observing the participating TEs
and analyzing documents they shared with me, I developed an understanding of the knowledge
and practices related to digital writing. Two research questions guided my data collection and
analysis during this study:
RQ1: How do TEs describe their technological, pedagogical, and content knowledge of digital
writing?
RQ2: How is TEs’ knowledge of digital writing practices evident in their teaching?
In this chapter, I present the findings from three data sources: interviews, documents, and
my observations of the two participants, Megan and Nancy. The findings reveal how the TEs
described their technological, pedagogical, and content knowledge of digital writing (Research
Question One) and how their knowledge of digital writing practices were evidence in their
teaching (Research Question Two).
The participants described multiple digital writing tools and platforms throughout the
data collection and analysis phases of this study. I described these tools and platforms to add
clarity for when the tools are referenced during the interviews, document analysis, and
observations (see Table 5).
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Table 5 Digital Tools and Platforms Utilized by Megan and Nancy

Name of Tool/Platform
Bitmoji

Website
https://www.bitmoji.com/

Flipgrid
Google Docs

https://my.flipgrid.com
https://docs.google.com

Google Slides

https://docs.google.com/presentation/

Jamboard

https://jamboard.google.com/

Kahoot

https://kahoot.com/

Live Binder

https://www.livebinders.com/welcome/

Nearpod

https://nearpod.com/

Padlet

https://padlet.com/

Wide Open School

https://www.commonsensemedia.org/wid
e-open-school
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Description
Bitmoji is a website where users can create an avatar of
themselves.
Flipgrid users can create, respond to, and share videos.
Google Docs is a digital word processing platform that
allows users to simultaneously edit documents, make
suggestions for edits to the document’s owner, and share
the documents via link or publication to the web.
This tool allows users to create slideshow presentations
from preset or customized templates.
This tool within the Google Drive platform allows users
to collaborate and share writing through the inclusion
textboxes, sticky notes, images, and shapes.
Kahoot is a digital platform in which users can write,
publish, and share quizzes that include sound, images, and
audiovisual content.
Live Binder is a platform that allows users to create and
share an online portfolio of resources.
Nearpod allows users to create, share, and engage in
interactive presentations that include audio, video,
images, writing, and/or games.
This platform allows users to display content in multiple
ways by creating or inserting text, audiovisual, and
graphic elements.
Prior to its closing, this website provided a library of
learning tools and activities made available to teachers,
parents, and students to strengthen remote learning.

Megan and Nancy reported that the preservice teachers in their courses used these tools
for a variety of purposes including presenting writing, keeping a journal throughout the semester,
creating a portfolio, and engaging their elementary reading and writing buddies in learning about
literacy. Megan and Nancy also reported using these tools during their instruction and I found the
presence of these tools in the documents the participants shared with me, which I discussed in
the findings that follow. I organized the findings by research question and the themes I
developed from the sources of data. The chapter ends with an explanation of the reflexive
practices I engaged in during the data collection and analysis processes.

Research Question One: How do TEs describe their technological, pedagogical, and content
knowledge of digital writing?
To gain information about Research Question One, I analyzed the transcriptions from the
initial and follow up interviews and the document analysis protocols I completed after analyzing
the documents that Megan and Nancy shared with me. I did not analyze observational data to
respond to this research question because I conducted observations with the intention to observe
digital writing practices in response to Research Question Two. I developed six themes in
response to research question one: five from the interviews and one theme from the documents
(see Table 6).
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Table 6 Research Question One Themes

TPACK Domain

Interview Themes

Technological
Knowledge (TK)

•

TEs described digital writing
as being more than transferring
paper-pencil writing onto a
computer.

Technological
Content Knowledge
(TCK)

•

TEs described knowledge of
how technology changes the
way PSTs write.

Technological
Pedagogical
Knowledge (TPK)

•

TEs acknowledged how
integration of technology
changed the way PSTs
represent their learning about
writing content.

Technological,
Pedagogical, and
Content Knowledge
(TPACK)

•

TEs stated that digital writing
includes choice.
TEs were aware of teaching
practices PSTs will need once
they enter the classroom.

•

Document Theme
•

TEs have
technological
knowledge of digital
writing platforms.

I developed themes from the interviews across the four TPACK domains that were of
interest in this study because of the domain’s inclusion of technology integration. I coded the
document analysis for research question one using the technological knowledge (TK) domain
because I noticed that the participants’ knowledge of digital writing platforms was evidenced in
the documents. Therefore, I uncovered the TEs’ knowledge of digital writing by analyzing the
interviews and documents. In the following sections for Research Question One, I first describe
the five themes I developed after analyzing the interview transcriptions followed by the theme I
developed after analyzing the documents the participants shared.
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Interviews
To understand how TEs described their knowledge of digital writing, I asked questions
during the initial and final interviews about what the TEs knew about digital writing. In response
to the first research question, I recognized five themes that represented four domains of the
Technological, Pedagogical and Content Knowledge (TPACK) framework. These domains were
technological knowledge (TK), technological content knowledge (TCK), technological
pedagogical knowledge (TPK), and technological pedagogical and content knowledge (TPACK)
(see Table 7). I identified the following themes: TEs described knowledge of how technology
changes the way PSTs write, TEs described digital writing as being more than transferring paperpencil writing onto a computer, TEs acknowledged how integration of technology changed the
way PSTs represent their learning about writing content, TEs stated that digital writing includes
choice, and TEs were aware of teaching practices PSTs will need once they enter the classroom.
I organized these themes into Table 7 to demonstrate their connections to the TPACK
framework.
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Table 7 TPACK Domains and Interview Themes for Research Question One

TPACK Domain

Interview Themes

Technological Knowledge (TK)

•

TEs described digital writing as being more than
transferring paper-pencil writing onto a computer.

Technological Content
Knowledge (TCK)

•

TEs described knowledge of how technology
changes the way PSTs write.

Technological Pedagogical
Knowledge (TPK)

•

TEs acknowledged how integration of technology
changed the way PSTs represent their learning
about writing content.

Technological, Pedagogical, and
Content Knowledge (TPACK)

•
•

TEs stated that digital writing includes choice.
TEs were aware of teaching practices PSTs will
need once they enter the classroom.

During the interviews, Megan and Nancy described their knowledge across all TPACK
domains. Their descriptions included references to their technological knowledge regarding the
use of digital writing tools and platforms. When analyzing the initial and follow up interviews, I
paid attention to which transcriptions Megan and Nancy described digital writing in a way that
revealed their knowledge of digital writing. I analyzed instances when Megan and Nancy
described what digital writing means in their contexts, how they think learning is represented
through digital writing, and their knowledge of pedagogical practices that should be integrated
into instruction that includes digital writing. I used these descriptions to develop the themes to
respond to Research Question One. In the following sections, I presented each theme, excerpts
from the interview transcriptions that revealed Megan and Nancy’s digital writing, and an
explanation of how Megan and Nancy’s responses are connected to the theme.
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Theme 1 – TEs described digital writing as being more than transferring paper-pencil writing
onto a computer. (TK)
To begin to understand how Megan and Nancy viewed digital writing, I first asked about
their knowledge of digital literacies. This was because digital literacies include the numerous
ways people make meaning by producing, consuming, and disseminating texts (Lankshear and
Knobel, 2015). Therefore, I took the stance that digital writing should not be viewed in isolation
from digital literacies. When asked to describe what digital literacies and digital writing means to
them, both participants provided responses that demonstrated that digital literacies and
specifically digital writing involves more than shifting from paper-pencil writing to writing
within a digital platform. Megan described digital literacies and digital writing in the following
way:
I think it’s any way which we communicate that is in a different space than if you’re
face-to-face right so reading online writing online how is that… I don’t think it has to be
as complicated as I was originally making it out to be in my head, but I think how we
communicate over a computer, over tablet, or over not than the traditional way, what
does that look like?
In this excerpt, Megan differentiated between communicating in a different space than in
a face-to-face setting when she stated, “…any way which we communicate that is in a different
space that if you’re face-to-face…” She then stated, “…how we communicate over a computer,
over a tablet…” This excerpt reveals that Megan views digital literacies as the methods of
communication that include the use of technology. She specified that digital literacies include the
way we communicate in different spaces, which suggests that digital literacies do not only
include where the communication is taking place, but also how the communication is taking
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place within a particular digital context. Megan also stated, “I didn’t think it has to be as
complicated as I was originally making it out to be in my head,” which may connect to her
assertion that digital literacies and digital writing include how people communicate in ways that
are not traditional. Therefore, digital writing is not only using a computer, but as Megan
explained, digital writing is how we communicate when using technology such as a computer or
tablet. Megan also provided a consideration for how this communication takes place when she
stated the rhetorical question, “…what does that look like,” when describing digital literacies and
digital writing, which further suggests that digital literacies and digital writing can encompass a
multitude of means for communication.
When describing her knowledge of digital literacies, Nancy discussed the tasks that
elementary teachers must engage students in when using technology:
If I think of the modes of language arts then you know listening, speaking, reading,
writing, viewing, and visually representing, the input and the output that teaching
students how to consume the viewing aspect of it, how to consume… TV and movies and
graphs and texts and …advertisements and all of the different things that come to the
world that we’d never learned from a… we learned from a textbook and paper and that’s
just not the reality of it and so consuming those different literacies is a task that's a task
that has to be addressed and taught.
In her response, Nancy first identified the modes of language arts: listening, speaking,
reading, writing, viewing, and visually representing. Then, Nancy emphasized the importance of
teaching students how to consume various forms of information such as information presented in
graphs and advertisements. She stated, “we learned from a textbook” and “that’s not the reality
of it” to suggest that the modes of language arts she referenced cannot only be taught using
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textbook resources because that is not the reality of how we consume information in modern
times. Therefore, digital literacies are integral so that students can consume information through
the various modes of language arts. Nancy’s response is connected to the theme that digital
writing is more than transferring writing to a computer because it also includes students having
knowledge of how to consume information that is presented in various formats.
Similarly, when I asked what digital writing means to her, Nancy also explained digital
writing to communicate that allows students to develop connections with the world. For
example, Nancy stated:
There’s an assignment that asks them about writing and that final stage of writing the
publication and the presentation of that, how can you share writing digitally and
technologically in the classroom, how can you use technology in the classroom to
celebrate writing? And the simplest answer that we get is that you can have them type it
up. Well, that’s a very simplistic version of digital writing I don't think typing it up on a
computer is digital writing I think that's putting it into a digital form, but I don't think
that's digital writing, and so, then expanding their ideas around sharing writing in a
digital world um is much broader where they where they can connect to the world.
In this transcription, Nancy described the questions that she poses to preservice teachers
about integrating technology into writing instruction and the most common response she
receives: “you can have them type it up.” Nancy suggested that simply typing writing on a
computer is not digital writing and that the idea that typing is digital writing is a simplistic idea.
Nancy went on to explain that she works to increase the preservice teachers’ knowledge of how
writing can be shared in a digital world. Her knowledge of digital writing is demonstrated
through her description of how digital writing should allow students to share their writing with a
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much larger context than what is capable through word processing platforms. Nancy went on to
state:
Digital writing is a connection, not just between my students and I, but between my
students and the world, their parents who are at home. People across the world, and you
know broader audiences where they're sharing blogs and podcasts and they’re writing
their opinions and supporting their opinions to a wider audience and they're sharing
those… they're sharing and celebrating their writing you know, in a form that allows
them to enhance it in such creative ways.
Nancy stated, “Digital writing is a connection,” that she believes is between her “students
and the world…their parents…people across the world…” Nancy referenced broader audiences
that can be reached through the production and consumption of information within blogs and
podcasts. Nancy also explained that when students share their opinions, students can enhance
their writing in creative ways. In her response, Nancy connected the production and presentation
of digital writing, such as through blogs and podcasts, to the connection students can develop
with many people by sharing their writing because digital writing allows students to
communicate about a particular topic to a large amount of people at once. Nancy stated that this
connection with a large audience allows students to enhance their writing. Thus, Nancy’s
explanation is evidence that digital writing is more than using word processing technology to
make writing digital because digital writing includes the connection that can be developed when
students share their writing in virtual platforms. Therefore, digital writing is more than simply
using a platform to write, it is also forming connections with the audience through the
publication of one’s writing.
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Both Nancy and Megan described their knowledge of digital writing in reference to the
various skills that preservice teachers and their future students need to produce digital writing,
such as understanding the way we communicate in spaces that are different from face-to-face
settings, as Megan mentioned. This communication allows students to connect with the world by
sharing their digital writing, Nancy explained when she stated, “…broader audiences where
they’re sharing blogs and podcasts and they’re writing their opinions to a wider audience…”
Likewise, both TEs’ responses to the interview questions revealed that they viewed digital
writing not only as transitioning writing from a stagnant sheet of paper to a digital platform.
Instead, they defined digital writing to connect with a large audience by producing and sharing
writing virtually for a particular purpose and audience. Nancy and Megan acknowledged the
multifaceted nature of digital writing. The TEs also described their knowledge of digital writing
when they recognized how digital writing changed writing, as presented in the second theme
from the interviews.

Theme 2 – TEs described knowledge of how technology changes the way PSTs write. (TCK)
TEs’ technological content knowledge (TCK) of digital writing was highlighted when
Megan and Nancy described how they believed digital writing changes the way preservice
teachers write, but also how they helped preservice teachers consider how digital writing changes
the way they write. For example, when discussing what digital writing means to her, Megan
stated,
…That's a standard that goes like this K-12 like writing for different tasks and audiences
and putting that in the digital space as one of those opportunities is big like what would it
look like if I wrote a class blog or go on a website…what might my writing style be in
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that. And then also notetaking discussion boards, how we utilize all those tools is
important.
Megan mentioned a K-12 writing standard that requires students to write for different
audiences and tasks. She also stated that asking students to publish their writing in a digital space
provides a big opportunity for students. Because of the opportunities that digital writing
provides, Megan posed questions that should be considered when writing for different audiences
and tasks in a digital space. These questions included considering how a person’s writing style
may be in different spaces such as a blog or on a discussion board. She stated that how people
use digital tools is important, which relates back to her rhetorical questions of how writing styles
may be influenced by the space in which preservice teachers are engaging in digital writing. The
way in which digital tools are used in writing may change the way PSTs write because, as
indicated by Megan’s explanation, there are great opportunities afforded to preservice teachers
and elementary students when writing is presented digitally.
Additionally, Nancy described that digital writing changes the way PSTs write by
enhancing their writing. She stated:
…They're not just writing, but their creative process is brought in, and they have so many
different tools that they can use to bring that writing to life, they can have their characters
can come to life…
By stating that different tools help writing come to life, Nancy is figuratively stating that
digital writing tools may improve preservice teachers’ writing. She also stated, “…their
characters can come to life,” which suggests that integrating different tools into their writing may

71

enhance preservice teachers’ writing by allowing them to creatively present the characters in
their writing.
From their responses, both Megan and Nancy described digital writing as a means for
changing PSTs’ writing, whether it is a shift in writing style based on the platform or purpose for
writing, or a way to enhance writing through the integration of different digital tools that are
accessible to PSTs. These descriptions of digital writing reveal the participants’ TCK of digital
writing because TCK involves demonstrating knowledge of how “technology and content
influence and constrain one another” (Koehler & Mishra, 2009, p.65). The TEs not only
demonstrated knowledge of how digital writing changes PSTs’ writing, but when describing
their technological pedagogical knowledge, Megan and Nancy also acknowledged the influence
of technology.

Theme 3 – TEs acknowledged how integration of technology changed the way PSTs represent
their learning about writing content. (TPK)
Nancy described her technological pedagogical knowledge (TPK) when asked how she
integrates discussions about digital literacies and digital writing into her instruction of PSTs.
Nancy responded:
I think digital literacy is a much broader topic than I talk about. I mean we can talk digital
literacy being the use of technology which is a student's interpretation of it. I feel a lot of
times, or whether you're actually writing…writing to learn digitally or learning to write
digitally I think that those are those are all much different topics to discuss.
Nancy distinguished between “writing to learn digitally” and “learning to write digitally”
when asked how she integrates discussions about digital literacies and digital writing into her
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instruction. She explained that these are different discussions after stating students typically
interpret digital literacy as the ability to use technology. Nancy also stated:
So, I would think that a lot of the time what we're doing is providing digital technology
output as just a way of demonstrating understanding through you know digital arts and
through the technologies that are available.
Nancy stated that typical digital writing practices include providing a technological
means for producing a product to allow PSTs in her courses to demonstrate what they have
learned. In her responses, Nancy alluded to how technology integration may affect the way
preservice teachers represent their learning about writing because of her acknowledgement that
different topics must be discussed when talking about digital literacies. However, to better
understand Nancy’s technological pedagogical knowledge (TPK) of digital writing, I directly
asked Nancy about how she thinks digital writing platforms changed the way PSTs wrote during
the follow up interview. She responded:
Everyone can write, at the same time everyone's generating, and no one has to, like, you
don't have to stop and share out where you do pen and paper, so pen and paper is just the
writer, and if you want to share with your teacher, you actually have to. So, if you have
30 students okay 30 people sharing that there's just not time for that, so what I love so
much about the Jamboard platform is that it's the generation process…
This response shows that Nancy is not only aware of the Jamboard digital writing
platform, but she also describes how PSTs can represent their knowledge in a different way when
a digital writing tool, such as Jamboard is integrated into instruction. From this response, I made
a connection to Nancy’s previous responses about digital literacies and digital writing, such as
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when she said that oftentimes, TEs use technology “as just a way of demonstrating
understanding…” However, in the second interview, I used Nancy’s responses to identify the
theme, “TEs acknowledged how integration of technology changed the way PSTs represent their
learning about writing content.” Technological pedagogical knowledge (TPK) includes
knowledge of how teaching and learning processes shift upon the integration of technology
(Koehler & Mishra, 2009). Nancy demonstrated TPK through her acknowledgement of how
technology is often used by TEs to give preservice teachers a means for creating a product and
that technology influenced pedagogy in her instruction of PSTs.
Technological, Pedagogical and Content Knowledge (TPACK) is the convergence of the
various domains of knowledge related to technology integration (Koehler & Mishra, 2009).
TPACK includes knowledge of the use of technology, effective pedagogical strategies that
incorporate technology, and an understanding of how technology can serve as an affordance or
constraint in teaching and learning concepts (Koehler & Mishra, 2009). Based on how Megan
and Nancy described their knowledge of digital writing, I identified two emerging themes: TEs
stated that digital writing includes choice and TEs were aware of teaching practices PSTs will
need once they enter the classroom.

Theme 4 – TEs stated that digital writing includes choice. (TPACK)
In Martin’s (2015) review of research studies focused on the development of TPACK, the
researcher concluded that teachers must have experiences with technology to increase their
confidence with the use of technology. Both Megan and Nancy provided PSTs with a variety of
opportunities to use technology and engage in digital writing. When describing her knowledge of
TPACK, Megan shared the following with me:
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We're doing now in the writing class my students are going through the entire writing
process as writers themselves, and they're publishing their own books. So, we're talking a
lot about what does that look like, are we going to publish in a digital space, are we going
to publish a paper based and so… we're still working on that, but we found a virtual
platform through [the university] that if students want to publish their children's books
digitally, we’ll be able to give them that opportunity. That's new this semester.
Megan describes her TPACK through her explanations of how she has helped students
engage in the writing process and then consider how they will share their writing, whether it is
publishing it in a digital space offered by the university or through a paper-based medium. By
allowing students to explore if they will share their writing digitally or publish their writing in
print, Megan demonstrated that digital writing includes choice.
Additionally, when asked what she believed the role of digital writing was in her course,
Megan responded:
It is um important to share different types of writing opportunities for students that they
can do alongside their in person typical writing…future educators would have the tools to
know and be able to use multiple options that they can provide in their lesson plans and
with the students that are going to be in their future classrooms.
In this response, Megan referenced PSTs’ future practices by stating that they will need
to consult multiple digital writing tools that are available to them when making decisions about
their writing instruction. Again, Megan is demonstrating TPACK related to digital writing by
alluding to the idea that it is important for her to provide opportunities for preservice teachers to

75

explore digital writing tools so that they can make a choice about what tools they will integrate
into their future instruction.

Theme 5 – TEs were aware of teaching practices PSTs will need once they enter the classroom.
(TPACK)
I developed the second TPACK theme after analyzing Nancy’s reference to what
preservice teachers will need to do once they enter the classroom. During the second interview, I
asked Nancy what she believed the role or importance of digital writing was in her courses. She
answered:
I think it's quite important to have that technology piece. Students don't always agree,
though...You would think so, you would think that they're young, they want it that
way…Sometimes they want a textbook and, “I want to read the answer instead” right but
that's not the way that our that's not the way. The new generation of learners has learned,
so we need to pivot, my students need to pivot, and their students have already pivoted so
they need to be effective for the future that they teach not for what they want or what's
comfortable for them.
In her response, Nancy acknowledged that sometimes her students do not agree with the
importance of integrating technology. She went on to say that the new generation of learners
have learned not only from textbooks, which is why she states, “The new generation of learners
has learned, so we need to pivot, my students need to pivot, and their students have already
pivoted...” Nancy’s response showed that she was aware of the practices that PSTs needed to
develop during their teacher preparation programs, which includes meeting their students where
they are in their accomplishment of using digital writing technology. This revealed Nancy’s
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TPACK connected to digital writing because Nancy demonstrated “knowledge of how
technologies can be used to build on existing knowledge to develop new epistemologies or
strengthen old ones” (Koehler & Mishra, 2009, p.66). This knowledge supported her in
recognizing the digital writing knowledge students in the PSTs in her courses needed to be
successful in their future instruction of elementary students. Nancy stated that she must help
PSTs stay up to date with what their future students can do technologically when she said,
“…my students need to pivot, and their students have already pivoted…to be effective for the
future that they teach not for what they want or what’s comfortable for them.” Nancy’s
recognition that preservice teachers need to “pivot” is further evidence that she had knowledge of
the teaching practices that include technology that preservice teachers will need to acquire in
preparation for entering the teaching profession.

Summary of Interviews
My analysis of the interviews with Megan and Nancy revealed five themes across the
TPACK domains that are pertinent to technology integration for the purpose of digital writing.
During the initial interview with Megan and Nancy, I asked them to share documents with me to
help me further analyze PSTs’ knowledge of digital writing. A variety of documents were shared
by Nancy and Megan. When completing the final analytic pass of the documents I identified one
emergent theme that provided information about the first research question.

Documents
Nancy and Megan shared multiple documents with me upon request during our initial
interview. The participants shared links to these documents through the chat feature on Zoom and
as attachments to my personal e-mail. The documents shared with me included a course syllabus,
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assignment descriptions, and exemplary models of required tasks. I used the Initial Document
Analysis Protocol to determine if evidence of digital writing knowledge or practices were
evident in the documents. I completed the Initial Document Analysis Protocol for a total of
fourteen documents Megan and Nancy shared with me (see Table 8). The first item in the Initial
Document Analysis Protocol, “Digital Writing,” is where I determined if digital writing was
present in the documents Megan and Nancy shared. The following rows included brief
descriptions of various documents that, if shared, I analyzed to determine if digital writing was
present, by placing an “x” in the columns titled “Present,” “Not Present,” or “Inconclusive.” The
participants did not share some documents included in the Initial Document Analysis Protocol
and I did not ask for additional documents. Therefore, I marked items as “Inconclusive” with a
comment that the document was “Not shared.” If I placed a mark in the “Not Present” column
for this item, I did not analyze the document, such as the academic multimodal readings Nancy
shared within her course syllabus.
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Table 8 Initial Document Analysis Protocols

Megan’s Documents

Present

Digital Writing

x

Not
Present

Inconclusive

Comments

Course Syllabus (e.g., Digital writing is
referenced anywhere in the syllabus—
objectives, topics, standards, other)

x

Not shared

Academic multimodal readings/texts
about digital writing (e.g., articles,
position statements, video)

x

Not shared

Written Discussion Posts (e.g.,
discussion post topics, reflection
assignments)

x

Storybook Academy- 1 page reflection

Presentations about Digital Writing
(e.g., teacher- or preservice teacher-led,
guest speaker, digital)

x

Storybook Academy - Creation, publication,
presentation of digital storybooks

Integration of digital writing platforms

x

Thematic Unit Plan
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Nancy’s Documents

Present Not
Present

Digital Writing

X

Course Syllabus (e.g., Digital writing is
referenced anywhere in the syllabus—
objectives, topics, standards, other)

X

Academic multimodal readings/texts
about digital writing (e.g., articles,
position statements, video)

Inconclusive

Comments

Syllabus - digital writing journal (page 2)

x

Readings presented in course syllabi do not address
digital writing

Written Discussion Posts (e.g.,
discussion post topics, reflection
assignments)

x

Not shared

Presentations about Digital Writing
(e.g., teacher- or preservice teacher-led,
guest speaker, digital)

x

preservice teacher-led presentation (text set Bitmoji
classrooms), but presentation is not on digital
writing, they integrate digital writing.

Integration of digital writing platforms

preservice teachers creating presentations in digital
writing platforms (Google Slides) for the
patterning, Who Am I assignment, text set Bitmoji
classroom

x

Text Set Requirement #3 (page 8, course syllabus)

80

When I noticed digital writing knowledge and/or practices evident in the documents, I
completed the Secondary Document Analysis Protocol for individual documents (see Table 11
Storybook Academy Secondary Document Analysis), or assignments described within the
documents (see Table 12 Thematic Unit Plan Secondary Document Analysis).
Of the documents Megan and Nancy shared, I completed both the Initial and Secondary
Document Analysis Protocols using four of the five documents Megan shared and five of the
nine documents Nancy shared, for a total of nine documents analyzed. Table 9 provides a brief
description of each of the nine documents that I analyzed. Megan and Nancy explained the uses
of these documents during the initial interview. Megan and Nancy also provided a brief
description of the documents when they shared the links to the documents through email. I
synthesized their descriptions to describe the documents I selected for the Secondary Document
Analysis protocol in Table 9.
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Table 9 Research Question One Documents, Descriptions, Codes, and Preliminary Theme

Participant
Megan

Document Title
Description of Document
Storybook Academy
Describes the completion of the Storybook
Assignment Description Academy modules and activities designed
by author Peter H. Reynolds
Thematic Unit Plan
Provides the criteria for completing each
Assignment Description section of the thematic unit plan
Thematic Unit Plan
Google Slides document with each slide
Template
displaying criteria for completing the unit
plan
Creating a Purposeful Google Slides document showing a
Bitmoji Classroom
completed Bitmoji classroom with
directions for completion
Course Syllabus

Nancy

Outline of course objectives, assignments,
and expectations for participation in the
course
Creating a Digital
Provides step-by-step directions for
Writing Journal
creating the digital writing journal and
Assignment Description adding entries to the journal
Interactive Writing
Example of a completed digital writing
Journal (Nancy’s
journal provided by Nancy
Modeled Example)
Interactive Writing
Example of a completed digital writing
Journal (Preservice
journal from a previous preservice teacher
Teacher Sample)
in Nancy’s course
Bitmoji Classroom
Example of a completed Bitmoji classroom
(Preservice Teacher
from a previous preservice teacher in
Sample)
Nancy’s course
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Code & Preliminary Theme
TK - TEs have technological knowledge of
digital writing platforms.
TEs support PSTs in learning about digital
writing platforms and give multiple
opportunities for integrating digital writing
platforms.
TE has knowledge of how writing can be
published and shared with others

I described a combination of assignment descriptions, assignment templates, worked
examples, and other instructional resources in Table 9 to show the variety of documents Megan
and Nancy shared with me. The descriptions of the documents show that the documents are
connected to digital writing because of the digital tools mentioned in the document, such as
Google Slides, or due to the types of activities included in the document that require the use of a
digital writing tool. The fourth column of the table shows the code TK for the Technological
Knowledge TPACK domain, and the theme I developed.
After analyzing the nine documents that I found to have evidence of digital writing
knowledge, I presented one theme that I found across all the documents in response to the first
research question: TEs have technological knowledge of digital writing platforms. I developed
the theme, “TEs have technological knowledge of digital writing platforms” after coding the
documents for evidence of technological knowledge (TK). In the following sections, I described
how the different documents presented evidence of this theme and TPACK domain.

Theme 1 - TEs have technological knowledge of digital writing platforms. (TK)
After completing the first three analytic passes for the nine documents shared with me,
which involved completion of the Initial Document Analysis, writing descriptive notes about the
documents, and completing the Secondary Document Analysis Protocols, I organized my notes
about the documents into two categories, integration of digital writing platforms and modeling
expectations for digital writing. I created these categories based on the information presented in
the documents. I then reviewed the information organized in each category to determine themes.
From the “integration of digital writing platforms” category, I determined that the documents
revealed that TEs have technological knowledge of digital writing platforms (see Table 10). This
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theme most closely aligned with the first research question, while a second theme aligned with
the second research question. This second theme is examined in a subsequent section of this
chapter.
In Table 10, I presented the category “Integration of digital writing platforms.” I provided
evidence that I found to be relevant to Research Question One. The documents from each
participant and analytic notes I organized into this category are provided in the middle columns,
while the code and preliminary theme is provided in the final column.
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Table 10 Document Analysis Categories, Notes, Codes, and Preliminary Themes

Category

Nancy’s
Documents
Syllabus: page 2

Notes
•
•

Syllabus: page 8
Text Set Unit
Assignment
Integration of
digital writing
platforms

•

•

Bitmoji
Classroom
(preservice
teacher sample)

•

•

Code & Preliminary Themes

mentioned the journal in the materials section
because PSTs need a digital device to maintain
the journal.
integration of technological tools for the
purpose of digital writing
where criteria for narrative and expository
prompts are provided. The checklist also
provides suggested digital writing platforms for
PSTs to consider using for the creation of their
text set unit assignment.
Knowledge of the ability to use features within
Google Slides for Bitmoji classroom based on
use of language such as “Prompts must be
linked in the Bitmoji classroom.”
Digital writing knowledge and practices are
evident through preservice teachers' knowledge
of the Google Slides platform and how to utilize
unique features to meet the task requirements.
The creation of the Google Doc requires
knowledge of technology and now to determine
what resources should be included in writing
within digital platforms
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TK - TEs have technological
knowledge of digital writing
platforms.
• TEs support PSTs in learning
about digital writing platforms
and give multiple opportunities
for integrating digital writing
platforms.
• TE has knowledge of how
writing can be published and
shared with others

Category

Megan’s
Document
Storybook
Academy

Thematic Unit
Plan Template
Integration of
digital writing
platforms

Creating a
Purposeful
Bitmoji
Classroom

Notes
•

Code & Preliminary Themes

The assignment requires preservice teachers to
first follow the writing process using modules
and resources from Peter H. Reynolds. Then
preservice teachers create their digital story
books and can publish them online.
TE has knowledge of how writing can be published and
TK - TEs have technological
shared with others.
knowledge of digital writing
• Integration of Kahoot for writing pre/post
platforms.
assessments (slide 5)
• TEs support PSTs in learning
Lesson plan requirements (slides 6-10): Students must
about digital writing
include a technology component in their lesson plans.
platforms and give multiple
An interactive technology component is included in at
opportunities for integrating
least 3 of the lesson plans (Nearpod, Wide Open School
digital writing platforms.
lesson, Flipgrid, Jamboard, Bitmoji classroom...etc.).
TE has knowledge of how writing
can be published and shared with
• In this presentation, the TE provides resources
others
for preservice teachers to use to create a Bitmoji
classroom and considerations for creating a
purposeful Bitmoji classroom, such as choosing a
theme, keeping it simple, etc. (slide 2).
Available resources to support preservice teachers in
creating their Bitmoji classrooms are available (slide 5)
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In Table 10, I organized the documents by the participant who shared the document with
me. In my notes, I described what in the document was related to technology integration or
digital writing, including references to specific digital writing tools or platforms such as Google
Docs, Bitmoji, and Kahoot. I used these notes to identify the presence of technological
knowledge (TK) in the documents, which is the code I applied to the documents during my
analysis.
Megan and Nancy demonstrated digital writing knowledge through the supports they
provided to preservice teachers to help them learn about digital writing, create, and publish
digital writing through the identified tools and platforms. In the following sections, I explain how
each of the documents I analyzed from Megan and Nancy provide evidence for the theme, “TEs
have technological knowledge of digital writing platforms.”
Megan’s Documents
I completed both the Initial and Secondary Document Analysis using the following
documents from Megan: Storybook Academy Assignment Description, Thematic Unit Plan
Assignment Description, Thematic Unit Plan Template, and Creating a Purposeful Bitmoji
Classroom. I found evidence of digital writing knowledge in all these documents. The first
document I analyzed was the Storybook Academy Assignment Description (Figure 1). The
Storybook Academy is a program created by Peter H. Reynolds which engages participants in
mini-lessons and activities that support them in writing a storybook (Fable Vision Learning,
n.d.). Megan incorporated this activity into her instruction by helping PSTs develop a storybook
that covers a topic of their choice in a format of their choice.
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Figure 1 Storybook Academy Assignment Description

I cropped the figure displaying the assignment description to remove identifying
information about both the course and university, including the options available to the PSTs for
publishing their storybooks. However, the options that Megan described in the assignment
description was integral in demonstrating the teacher educator’s knowledge of digital writing
platforms.
When completing the Secondary Document Analysis of the Storybook Academy
assignment, I took note of the requirements preservice teachers needed to follow, when the
assignments were to be completed, and how this information revealed Megan’s digital writing
knowledge. I also wrote additional comments and questions for me to consider asking during the
follow up interview (see Table 11).
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Table 11 Storybook Academy Secondary Document Analysis

Document
Where is there evidence of
digital writing
knowledge/practices?

Storybook Academy
The assignment requires PSTs to first follow the writing
process using modules and resources from Peter H. Reynolds.
Then PSTs create their digital story books and can publish
them online.
When is/are the
The assignment states that the modules will be discussed in
knowledge/practices evident? first five classes and that completion of activities may take
place in class and/or at home.
How is/are the
Megan has knowledge of how writing can be published and
knowledge/practices evident? shared with others.
Additional
How do you help PSTs make the connection with their own
comments/wonderings
digital publishing to how they will support future students in
digital writing? What considerations for sharing writing
digitally did you discuss with students?

The document referenced the Storybook Academy virtual writing learning series (Fable
Vision Learning, n.d.), and informs PSTs that they will participate by developing their own
storybooks over the course of time. In Table 11, I took note of the evidence of digital writing
knowledge and practices which included the option for preservice teachers to publish their story
books online through the platform Megan identified in the assignment description. Also, I noted
in the table that digital writing knowledge and practices are also evident in the description when
Megan explains that writing modules will be discussed and completed in class.
While analyzing this document I concluded that Megan’s technological knowledge of
digital writing included knowledge of the platforms that can be used for learning about, creating,
and sharing digital writing. Because multiple options for writing and publishing the books
digitally were provided, the assignment description revealed technological knowledge of the
ways in which technology can be used to present writing. I also drew this conclusion regarding
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technological knowledge of digital writing when analyzing Megan’s documents related to the
Thematic Unit Plan assignment.
The Thematic Unit Plan assignment was referenced in multiple documents Megan shared,
which were all essential to my analysis. The Thematic Unit Plan Assignment Description (see
Figure 2) describes the assignment as a collaborative activity in which PSTs develop a unit that
connects the content areas of social studies or science to literacy. During our initial interview,
Megan explained that the Thematic Unit Plan Assignment Description provides an overview of
the task, but other documents would be necessary to review to understand the connections to
digital writing found within the assignment.
Thematic Unit/Text Set Plan (Via assignment) (120 pts) Candidates will work in groups
to create a thematic unit/text set around a theme related to Social Studies or Science for a
specific grade level (K-5TH). A broad variety of genres will deepen and enrich social studies
or science concepts through all language arts modes and utilizing lesson plans, mini-lessons,
and activities that employ higher order thinking. A pre-post test will also be composed to
align with this thematic text set. This assignment will incorporate the integration of the arts,
science, and reading, writing, speaking, and listening ELA skills. Details will be discussed in
class.
Figure 2 Thematic Unit Plan Assignment Description

After reading the Thematic Unit Plan Assignment Description, I inferred digital writing
may be present because the assignment description mentioned that all modes of language arts
should be included. However, with the assignment being referenced in multiple documents, I
found it necessary to analyze the other documents Megan shared to gain more information about
the assignment. The documents I analyzed that were related to the thematic unit plan included
two Google Slides presentations titled “Thematic Unit Plan Template” and “Creating a
Purposeful Bitmoji Classroom.”

90

I used the Secondary Document Analysis protocol to analyze the documents related to the
Thematic Unit Plan assignment to further identify evidence of digital writing knowledge beyond
the mention of the modes of language arts in the assignment description. The Thematic Unit Plan
Template document provided PSTs with a guide for creating their thematic unit plan. The
Thematic Unit Plan Template was a Google Slides presentation that Megan shared with me
through her Google account. The document was created as a Bitmoji classroom and included
specific directions for the PSTs to follow as they created their unit plans. In this document, I
noticed that Megan provided examples of how digital writing should be integrated into the
thematic unit plan, such as using Kahoot, a platform for writing quick assessments, to create a
pre- and post-assessment.
Megan’s technological knowledge of digital writing platforms was also demonstrated
through the “Creating a Purposeful Bitmoji Classroom” presentation. Megan explained during
the interview that the preservice teachers must create a Bitmoji classroom to present their
completed thematic unit plan. When analyzing the documents, I noticed that Megan provided
explicit directions and considerations for creating their Bitmoji classrooms. Based on these
direction and considerations, I determined that Megan had knowledge of the Bitmoji platform.
Finally, Megan provided links to additional resources to support the preservice teachers in
completing the Thematic Unit Plan, which shows that she was knowledgeable of helpful
resources for preservice teachers to consider as they completed the assignment based on her
knowledge of the platforms and tools, she expected preservice teachers to use when creating
their unit plans. Table 12 displays my analysis of the documents related to the Thematic Unit
Plan assignment.
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Table 12 Thematic Unit Plan Secondary Document Analysis

Document
Thematic Unit Plan, Template, and Bitmoji Classroom
Where is there evidence of Template
digital writing
• Integration of Kahoot
knowledge/practices?
• Lesson plan requirements (slides 6-10)

When is/are the
knowledge/practices
evident?

How is/are the
knowledge/practices
evident?

Additional
comments/wonderings

Creating a Purposeful Bitmoji Classroom
Template
• Integration of Kahoot for writing pre/post assessments
(slide 5)
• Lesson plan requirements (slides 6-10): Students must
include a technology component in their lesson plans. An
interactive technology component is included in at least 3
of the lesson plans (Nearpod, Wide Open School lesson,
Flipgrid, Jamboard, Bitmoji classroom...etc.).
Creating a Purposeful Bitmoji Classroom
• Model example with consideration for best practices
Creating a Purposeful Bitmoji Classroom
• In this presentation, the TE provides resources for
preservice teachers to use to create a Bitmoji classroom
and considerations for creating a purposeful Bitmoji
classroom, such as choosing a theme, keeping it simple,
etc. (slide 2).
• Available resources to support preservice teachers in
creating their Bitmoji classrooms are available (slide 5)
• The presentation is designed using Bitmoji and provides
students with model examples of completed classrooms
(slides 3-4)
• When do you teach students how to create their Bitmoji
classrooms?
• How do they know how to add Bitmoji, other images,
links, etc. to their classrooms?
• How does the creation of the Bitmoji classrooms represent
your beliefs about digital writing?

In the Secondary Document Analysis protocol shown in Table 12 for the Thematic Unit
Plan Template and Creating a Purposeful Bitmoji Classroom, I noticed digital writing in the
documents through Megan’s integration of Kahoot and Bitmoji. In the table, I made note of the
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way Megan integrated the use of Bitmoji and screenshots of Kahoot to display her expectations
for preservice teachers to use digital writing when creating their unit plans. For example, Megan
provided the requirements PSTs should consider when creating the pre- and post-test and a
model example of an assessment. Megan expected PSTs to use the Kahoot platform to write and
administer the pre- and post-test. Also, as noted in Table 12, Megan provided a model example
of a completed Bitmoji classroom for preservice teachers to reference when completing their
thematic unit plans. Megan provided directions and resources for preservice teachers to reference
when engaging in digital writing while completing their thematic unit plans. I determined that
Megan had technological knowledge of the digital writing platforms since she provided clear
directions to preservice teachers for using the digital writing platforms and included examples of
her use of the platforms.
In the Thematic Unit Plan Template document, a Google Slides presentation, Megan
provided a photo of an assessment she created using the Kahoot platform. She showed an
example of how a link to the Kahoot quiz can be displayed on the blackboard within the Bitmoji
classroom. On the right side of the slide, Megan displayed sample multiple choice and true and
false question types that can be created using Kahoot (see Figure 3).
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Figure 3 Thematic Unit Plan Template: Pre- and Post-Test

The modeled assessment revealed technological knowledge in two ways. First, the model
showed that Megan knew how to use the Kahoot platform to build the assessment because she
included an example of an assessment she created. Secondly, the modeled assessment also
showed that Megan knew how to embed the assessment into the Bitmoji classroom she created,
which is what she expected preservice teachers to do. Furthermore, Megan displayed
technological knowledge of digital writing by using two different digital platforms, Kahoot and
Bitmoji.
To complete the Thematic Unit Plan assignment, Megan also required preservice teachers
to develop five lesson plans utilizing the texts selected for the unit plan. On another slide within
the Thematic Unit Plan Template, Megan stated, “Five lesson plans are centered around a
text…An interactive technology component is included in at least three of the lesson plans
(Nearpod, Wide Open School, Flipgrid, Jamboard, Bitmoji classroom, etc.)” (see Figure 4).
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Figure 4 Thematic Unit Plan Template: Lesson Plan Requirements

The requirement for the five lesson plans with at least three including a technological
component is highlighted in pink in Figure 4. Also, an example of a technological component is
included in Megan’s screenshot of her Bitmoji classroom above the computer in the thought
bubble that says, “Click Here!” Like the pre- and post-test slide within the Thematic Unit Plan
Template, Megan provided an example of how she integrated a digital writing platform into the
lesson plan. She used the Bitmoji classroom to display her lesson plan on the chalkboard in the
image. Since Megan used the Google Slides platform to create the Thematic Unit Plan Template,
I also concluded that Megan knew how to add and format text and insert an image from the
Bitmoji platform into her presentation. Therefore, I determined that Megan had digital writing
knowledge of both the Bitmoji and Google Slides platforms because Megan used features of both
platforms to display her requirements for preservice teachers’ completion of the Thematic Unit
Plan assignment.
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The final document I analyzed related to the Thematic Unit Plan assignment was the
Google Slides presentation titled “Creating a Purposeful Bitmoji Classroom.” During the initial
interview, Megan explained to me that PSTs will present the Thematic Unit Plan using a Bitmoji
Classroom in a Google Slides presentation, which is why the examples in the Thematic Unit Plan
Template include Bitmoji characters in a Bitmoji classroom. Megan explained that some PSTs
may have used Bitmojis before but may not have used them for the purpose of developing a
ready-to-use lesson plan. Therefore, she provided students with the presentation as a guide for
developing their Bitmoji classrooms when working on their Thematic Unit Plans.
Megan used her own Bitmoji classroom to list recommendations for preservice teachers
to follow to successfully create their Bitmoji classrooms. These suggestions were displayed in
Megan’s Bitmoji classroom. For example, her first recommendation was, “Choose a classroom
theme.” Megan’s classroom theme was football, which led me to determine that Megan could
provide recommendations for creating the Bitmoji classroom but could also create one on her
own (see Figure 5).
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Figure 5 Creating a Purposeful Bitmoji Classroom

By providing directions for completing the Bitmoji classroom using Bitmoji and Google
Slides, Megan demonstrated “mastery of information technology for information processing”
(Koehler & Mishra, 2009, p.64). Megan not only knows how to use Google Slides to create and
present a Bitmoji classroom but can also use the Google Slides in a way that teaches preservice
teachers how to use the digital writing platform and models what she expects of preservice
teachers based on what she taught them. I further discussed modeling as a practice when teaching
about digital writing when discussing findings related to Research Question Two.
I determined that Megan had a deep understanding of how to utilize technology for
presenting and consuming information related to literacy. The documents provided methods for
PSTs to utilize digital writing platforms to complete their course assignments. Megan could
describe these options because of her technological knowledge of digital writing platforms.
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Nancy’s Documents
I completed both the Initial and Secondary Document Analysis using the following
documents from Nancy: Course Syllabus, Creating a Digital Writing Journal Assignment
Description, Interactive Writing Journal (Nancy’s Modeled Example), Interactive Writing
Journal (Preservice Teacher Sample), and the Bitmoji Classroom (Preservice Teacher Sample). I
found these documents to have evidence of Nancy’s technological knowledge of digital writing
platforms. When reviewing Nancy’s documents, I noticed that some of the documents contained
the assignment description, while others provided either references to the assignment or a
modeled example for PSTs to refer to as they completed their task. Therefore, it was most
beneficial to group documents together to gain an understanding of how Nancy revealed
knowledge of digital writing platforms.
I first analyzed the Digital Writing Journal assignment. To gain a full understanding of
how technological knowledge of digital writing platforms was displayed in this document, I
analyzed the syllabus, assignment description, Nancy’s Digital Writing Journal model, and a
modeled example from one of Nancy’s elementary preservice teacher students. I first analyzed
each of the documents individually by responding to the questions in the Secondary Document
Analysis protocol (see Table 13).

98

Table 13 Digital Writing Journal Secondary Document Analysis

Document
Where is there
evidence of digital
writing
knowledge/practices?
When is/are the
knowledge/practices
evident?

Creating your own Digital Writing Journal & Free Write #2
Assignment Description.
Teacher provided a YouTube video and a modeled example of how
to set up the journal and what to include in the journal. PSTs
respond to prompts
•

Syllabus: page 2 mentioned the journal in the materials
section because PSTs need a digital device to maintain the
journal.
• Assignment Description: Creating your own Digital Writing
Journal & Free Write #2
• Nancy’s Digital Writing Journal (teacher educator's digital
writing journal model): linked in assignment description as a
model example completed by the teacher educator.
• Interactive Writing Journal (elementary preservice teacher
sample): elementary preservice teacher created and
maintained digital writing journal over the course of the
semester. elementary preservice teacher journal follows
what is in the teacher’s model. Linked in the assignment
description as a model example by an elementary preservice
teacher.
How is/are the
• Syllabus: integration of technological tools for the purpose
knowledge/practices
of digital writing
evident?
• Assignment Description: Makes connections to the type of
writing (expressive) and prompts to be addressed.
• Nancy’s Digital Writing Journal (teacher educator's digital
writing journal model): Gives PSTs a model for how their
digital writing journal could look and the components that
should be included.
• Interactive Writing Journal (elementary preservice teacher
sample): Gives PSTs a model created by another elementary
preservice teacher
Additional
The digital writing journal gives PSTs an opportunity to engage in
comments/wonderings writing using a digital medium. The teacher educator incorporates
technology. The documents confirm what the teacher educator
shared during the interview that she mostly focuses on the
integration of technology for digital writing, as opposed to how to
help future PSTs recognize the affordances of digital writing tools,
engage in digital writing, and communicate with vast audiences
through the production and dissemination of digital writing.
Questions - Is there a communication aspect to this task? Do PSTs
share their journals and give feedback using the features in Google
Slides?
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While conducting the Secondary Document Analysis, I took note of where digital writing
and/or the use of technology was mentioned in the documents. For example, in Nancy’s syllabus,
she mentioned that preservice teachers in her course needed to bring a digital device to class to
maintain their digital writing journals. Also, in Nancy’s Digital Writing Journal modeled
example, Nancy provided an example of an entry to her digital writing journal. After answering
the questions, “Where is there evidence of digital writing knowledge/practices?” and, “When
is/are the knowledge/practices evident?” I responded to the third question in the Secondary
Document Analysis Protocol that stated, “How is/are the knowledge/practices evident?” When
responding to this question, I noticed that Nancy’s digital writing knowledge was present in
multiple documents, including her modeled digital writing journal in where Nancy gave
preservice teachers a model to follow when completing their digital writing journals. I observed
evidence of digital writing knowledge in Nancy’s syllabus, digital writing assignment
description, and the Interactive Writing Journal sample from a preservice teacher that Nancy
provides to her current elementary preservice teacher students as a model for completing their
digital writing journals.
Nancy created the document titled “Creating Your Own Digital Writing Journal and Free
Write” using Google Docs. Within this document, Nancy provided directions and resources, such
as a YouTube video, a link to her modeled example, and a link to an elementary preservice
teacher’s digital writing journal (see Figure 6).
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Figure 6 Creating Your Own Digital Writing Journal and Free Write #2

When analyzing the “Creating Your Own Digital Writing Journal and Free Write”
assignment description document, I noticed Nancy used multiple features provided by Google
Docs such as inserting text, hyperlinks, images, and tables, which is displayed in Figure 6. After
I noticed the multiple features that Nancy used in Google Docs within the assignment
description, I concluded that Nancy had knowledge of this digital writing platform.
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In addition, Nancy explained that the information provided in the assignment description
should help PSTs understand how to create a digital writing journal and practice expressive
writing. Nancy expected PSTs to respond to weekly free write prompts to practice expressive
writing in their digital writing journals. I inferred that Nancy’s expectation Nancy’s knowledge
of a digital writing platform and how it can be used for preservice teachers to gain experience in
the expressive writing genre.
When completing the Digital Writing Journal assignment, Nancy expected the PSTs to
create a front cover in which they should include information about themselves, a table of
contents, and their responses to the weekly writing prompts. Nancy provided a link to a modeled
example of her digital writing journal in the assignment description for PSTs to access. Nancy’s
digital writing journal included a completed table of contents page and a journal entry. Figure 7
shows examples from Nancy’s model, with identifying information removed. Other examples
from Nancy’s digital writing journal were not provided to ensure continued confidentiality.
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Figure 7 Nancy’s Digital Writing Journal Model

I noticed more evidence of Nancy’s knowledge of the Google Slides digital writing
platform, such as aligning text, changing font to bold, adjusting text size, and changing the font
type (see Figure 7). Nancy’s digital writing journal revealed technological knowledge because
she demonstrated that she had knowledge of how to use various features for communicating
information within the Google Slides platform, such as inserting a new slide, adding, and
aligning text, adjusting font type, color, and size, drawing a table, inserting images, and changing
the background color, or design, of a slide.
Nancy also shared a sample digital writing journal created using Google Slides by a
previous preservice teacher who was enrolled in her language arts methods course. This modeled
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example included responses to the weekly writing prompts that mimicked Nancy’s modeled
example and the student’s class notes (see Figure 8).

Figure 8 Interactive Writing Journal – Expressive Writing (Preservice Teacher Sample)

The preservice teacher’s example followed Nancy’s lead in adding a table of contents,
text, images, adjusting font type and size. Nancy provides this sample Interactive Writing
Sample to preservice teachers in her course to give examples of how the digital writing journals
can be completed. By doing so, I concluded that Nancy has technological knowledge of the
Google Slides platform because she recognized when a preservice teacher leveraged the features
of the platform in a way that she believed was ideal and used the preservice teacher’s work as a
model of other preservice teachers to follow to use the digital writing platform.
I also noticed that in her syllabus, Nancy requested PSTs in her course to bring a device
to class to maintain their digital writing journal (see Figure 9).
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Figure 9 Materials Requested by Instructors: Course Syllabus

Nancy’s request for preservice teachers to bring a device to maintain their digital writing
journal shows that Nancy understands that a device is necessary for consistent engagement in
digital writing activities. My analysis of this part of Nancy’s syllabus led me to conclude that
Nancy had knowledge of digital writing and digital writing platforms because of her emphasis
for preservice teachers to prepare to use technology on an ongoing basis, which is necessary for
engaging in digital writing.
In both documents, Nancy revealed knowledge of digital writing platforms, such as
Google Slides, which she suggested the PSTs use to maintain their digital writing journal. My
conclusion was further corroborated by the model Nancy shared with me from a preservice
teacher, who also included class notes that she took when learning about different digital writing
platforms. Nancy’s technological knowledge of digital writing platforms was revealed in the way
she leveraged the variety of features found in digital writing platforms to display her
expectations for the course assignment and model those expectations for the PSTs to follow.
Nancy’s technological knowledge of digital writing was also demonstrated through the
description of the Text Set Unit Assignment in the Course Syllabus and an example Bitmoji
classroom from a previous preservice teacher in Nancy’s language arts methods course. I first
completed the Initial Document Analysis protocol for each of these documents, which is when I
determined that digital writing was present in the documents. Then, I completed the Secondary
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Document Analysis protocol for the documents. I analyzed these documents together because
they were both a part of the Text Set Unit Assignment. When conducting the Secondary
Document Analysis, I took note of the information provided in the syllabus about the completion
of the Text Set Unit Assignment. This information included a checklist of requirements and
suggestions for digital writing platforms to include in the lesson plans. The course syllabus
provided a description of each component of the assignment, while the Bitmoji classroom
exemplified these expectations for PSTs to reference as they completed their Text Set Unit
Assignment (see Table 14).
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Table 14 Text Unit Plan Assignment Secondary Document Analysis

Document
Where is there evidence of
digital writing
knowledge/practices?

When is/are the
knowledge/practices
evident?

How is/are the
knowledge/practices
evident?

Additional
comments/wonderings

Text Set Unit Assignment (syllabus)
The Text Set Unit Assignment Rubric/Checklist includes
requirements for the creation of writing prompts within a Bitmoji
classroom. PSTs will create a Bitmoji classroom and embed links
to writing prompts and other resources within the Bitmoji
classroom.
• Syllabus: page 8 is where the rubric/checklist can be found
where criteria for narrative and expository prompts are
provided. The checklist also provides suggested digital
writing platforms for PSTs to consider using for the
creation of their text set unit assignment.
• Bitmoji Classroom (elementary preservice teacher
sample): PSTs built the Bitmoji classroom in Google
Slides and used the platform to house resources such as
links to documents containing learning goals, links to
external websites with articles about the focus topic. The
creation of the Google Doc requires knowledge of
technology and now to determine what resources should
be included in writing within digital platforms
• Syllabus: Knowledge of the features within Google Slides
for Bitmoji classroom based on use of language such as
“Prompts must be linked in the Bitmoji classroom.”
• Bitmoji Classroom (elementary preservice teacher
sample): Digital writing knowledge and practices are
evident through elementary preservice teacher’s
knowledge of the Google Slides platform and how to
utilize distinctive features to meet the task requirements.
Like the digital writing journal activity, the text set and Bitmoji
classroom activity seems to focus more on the integration of a
digital tool to demonstrate learning about the content being taught
as opposed to using digital writing platforms to communicate with
a global audience.

Like Megan’s Thematic Unit Plan Assignment, Nancy’s Text Set Unit Assignment
required PSTs to identify a unit theme and integrate digital writing platforms, such as Google
Slides and Bitmoji to develop their unit assignment. As I analyzed the syllabus and sample
Bitmoji classroom, I took note of the features and tools that were used, such as Google Slides to
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create the Bitmoji classroom and Google Docs to create the syllabus. By studying these two
documents, I determined that technological knowledge was revealed through Nancy’s use of the
features and tools that can be used within digital writing platforms. Nancy inserted tables,
changed font types and size, and used the share feature on each document to present the
documents to the PSTs in her courses.
Within the Text Set Unit Assignment Rubric/Checklist found in Nancy’s course syllabus,
she described the requirements for creating a pre- and post-test for the unit plan. Like Megan’s
expectations for creating of the pre- and post-test in PSTs’ unit plans, Nancy also expected the
preservice teachers to use a digital writing platform when creating their assessment such as
Kahoot and Nearpod. Nancy also allowed PSTs to use a platform of their choice (see Figure 10).
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Figure 10 Text Set Unit Assignment Rubric/Checklist: Course Syllabus

While reviewing the Text Set Unit Assignment Rubric/Checklist I highlighted the text set
requirements that related to digital writing, which were “Text Set Requirement #3 – Assessment”
and “Text Set Requirement #6A – Narrative prompts for the Bitmoji Classroom”. In these
sections of the document, Nancy explained what preservice teachers were required to include in
their Text Set Unit Assignment, such as an electronic assessment that provided students with
different question types such as fill in the blanks and matching type questions. Also, when
including narrative prompts, Nancy explained that the requirement was for the preservice
teachers to link the writing prompts into the Bitmoji classroom along with distinct types of
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sources such as primary documents or pictures. After analyzing the syllabus, I concluded that
Nancy has technological knowledge of the availability and use of digital writing platforms, such
as for the creation of student assessments. Nancy also has knowledge of how to use features
within digital writing platforms, such as inserting links to documents within a Bitmoji classroom
created using Google Slides.
To demonstrate the expectations Nancy had for PSTs in completing their Text Set Unit
Assignment, she provided me with a model from an elementary preservice teacher that she
believed represented the expectations of the assignment. Nancy provided the modeled example
created by a previous preservice teacher in her course to show PSTs how they can build their
Bitmoji classroom for the Text Set Unit Assignment (see Figure 11).

Figure 11 Bitmoji Classroom (Preservice Teacher Sample)

The modeled example demonstrated that the elementary preservice teacher followed
Nancy’s guidance in creating the pre- and post-test using a digital writing platform. This is
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because the preservice teacher used the Kahoot platform to create the assessment. Also, the
preservice teacher’s Bitmoji classroom included a link to the Kahoot, which is demonstrated by
the bubble that directs students to “Click [the] image for [the] link to Kahoot!” This document
revealed Nancy’s technological knowledge of digital writing platforms because Nancy explained
that this Bitmoji classroom not only followed the criteria outlined in the assignment description,
but also appropriately used the digital writing tools and platforms in Kahoot, Google Slides, and
Bitmoji to create the Text Set Unit Plan.

Summary of Documents
In this section, I discussed the findings from the documents I analyzed using the
Secondary Document Analysis Protocol. After analyzing the nine documents, I identified the
theme, “TEs have technological knowledge of digital writing platforms.” Each of the documents
used in the participants’ language arts methods courses revealed Megan and Nancy’s
technological knowledge of digital writing platforms and how the features within the platforms
can be utilized to demonstrate preservice teachers’ knowledge of literacy. I gained further
understanding of how TEs described their knowledge of digital writing by analyzing these
documents after the TEs described the documents during the initial interview. After completing
the document analysis, I observed the Megan and Nancy’s instruction of PSTs in the language
arts methods course. However, the purpose of the observations was to consider how the
knowledge shared with me during the interviews and within the documents was enacted into the
TEs’ practices. Therefore, I reported my findings from the observations of Megan and Nancy
only in response to Research Question Two.
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Research Question Two: How is TEs’ knowledge of digital writing practices evident in their
teaching?
The importance of Research Question Two came from my interest in analyzing what was
shared in the interviews and documents about Megan and Nancy’s digital writing practices and
observing the TEs enacting digital writing practices during their instruction. I conducted one
observation of Megan and Nancy during a class period they believed would provide me the most
helpful information about their digital writing practices. After analyzing the initial interviews,
documents, observing Nancy and Megan, and conducting the final interviews, I developed nine
themes across the four TPACK domains of interest (see Table 15).
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Table 15 Research Question Two Themes

TPACK Domain

Interview Themes

Document Theme

Technological
Knowledge (TK)

•

TEs described digital writing
as being more than transferring
paper-pencil writing onto a
computer.

Technological
Content Knowledge
(TCK)

•

TEs described knowledge of
how technology changes the
way PSTs write.

Technological
Pedagogical
Knowledge (TPK)

•

TEs acknowledged how
integration of technology
changed the way PSTs
represent their learning about
writing content.

•

TEs demonstrated practices
that helped PSTs recognize
both affordances and
constraints of digital writing
platforms.

Technological,
Pedagogical, and
Content Knowledge
(TPACK)

•

TEs stated that digital writing
includes choice.
TEs were aware of teaching
practices PSTs will need once
they enter the classroom.

•

TEs helped PSTs explore,
collaborate, and reflect when
using technology.
TEs allowed PSTs choice in
their digital writing.

•

•

Observations Themes

TEs have
technological
knowledge of digital
writing platforms.

•
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Table 15 shows the two themes I developed within the Technological Knowledge (TK)
domain, one from the interviews and one from the document analysis. These themes show that
Megan and Nancy integrated their knowledge of digital writing and digital writing tools into
their instruction. One theme was developed within the Technological Content Knowledge (TCK)
domain from the interviews. I developed this theme after reviewing Megan and Nancy’s
descriptions of the changes they observed in preservice teachers’ writing when they integrated
digital writing Two themes were developed in the Technological Pedagogical Knowledge (TPK)
domain as I gained insight about how Megan and Nancy’s practices revealed their knowledge of
how digital writing influenced preservice teachers’ learning about writing, and how they helped
preservice teachers recognize the affordances and constraints of different digital writing tools.
Finally, I developed a total of four themes, two from the interviews and two from the
observations, within the Technological, Pedagogical, and Content Knowledge (TPACK) domain
because of Megan and Nancy’s practices that revealed a convergence of knowledge domains
(Koehler & Mishra, 2008) when teaching preservice teachers about digital writing.
In this section, I reported the findings from each data source to explain how TEs’
knowledge of digital writing was evident in their pedagogical practices as Megan and Nancy
explained in the interviews, presented in their course documents, and enacted during instruction.

Interviews
I investigated TEs’ digital writing practices in both the initial and follow up interviews.
During the follow up interviews, it was important for me to acknowledge practices I analyzed
during the Secondary Document Analysis and observed during the observation by asking Megan
and Nancy about the observed practices. I conducted the document analysis and observation of

114

instruction after the initial interview and before the follow up interview. This allowed me to
develop follow up questions that I could ask to help me better understand the TEs’ instructional
practices related to the integration of digital writing.
Through my analysis of the interview transcriptions for both the initial and follow up
interviews, I developed six themes to describe how TEs’ knowledge of digital writing was
evident in their practices. These themes included (1) TEs demonstrated knowledge of the
affordances technology brings to educational practices, (2) TEs helped PSTs navigate challenges
in digital writing, (3) TEs reflected on their practices after integrating digital writing tools into
instruction, (4) TEs’ knowledge of digital writing is demonstrated by shifts in pedagogy based on
the integration of technology, (5) TEs helped PSTs explore, collaborate and reflect when using
technology, and (6) TEs allowed PSTs choice in their digital writing. These themes are organized
into Table 16 to show their connections to the domains of the Technological, Pedagogical, and
Content Knowledge Framework.
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Table 16 TPACK Domains and Interview Themes for Research Question Two

TPACK Domain

Interview Themes

Technological Knowledge (TK)

•

TEs demonstrated knowledge of the affordances
technology brings to educational practices.

Technological Content
Knowledge (TCK)

•

TEs helped PSTs navigate challenges in digital
writing.

Technological Pedagogical
Knowledge (TPK)

•

TEs reflected on their practices after integrating
digital writing tools into instruction.
TEs’ knowledge of digital writing is demonstrated
by shifts in pedagogy based on the integration of
technology.

•

Technological, Pedagogical, and
Content Knowledge (TPACK)

•
•

TEs helped PSTs explore, collaborate, and reflect
when using technology.
TEs allowed PSTs choice in their digital writing.

I developed the themes across the TPACK domains including one theme in the
Technological Knowledge (TK) domain, one theme for Technological Content Knowledge
(TCK), two Technological Pedagogical Knowledge (TPK) themes, and two Technological
Pedagogical and Content Knowledge (TPACK) themes. When developing these themes, I was
careful to ensure that each theme reflected how digital writing knowledge was enacted in
practice. For example, for TEs to allow and ensure preservice teachers have choice in their
digital writing, one of the TPACK themes, the teacher educator would need to have knowledge
of various digital writing tools and platforms so that they can support preservice teachers in
making the best selection of tool or platform for their writing. The following sections are
organized by each of these themes. Within the sections, I explained how Megan and Nancy’s
practices highlighted these themes in response to the second research question.
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Theme 1 –TEs demonstrated knowledge of the affordances technology brings to educational
practices. (TK)
In my first interview with Megan, she discussed reading and writing buddies, a program
where PSTs support elementary-aged students in developing their literacy skills. I asked Megan
how she supported the PSTs in integrating digital writing tools that she mentioned earlier in the
interview, such as Flipgrid and Jamboard.
…So, each week they worked in partner pairs, and they designed their own Bitmoji
classroom for their little buddies. I taught them how to use Epic for Books digital libraries
to do read alouds with students and shared reading. Also, they use Jamboard to
communicate and other digital writing tools, so it was really interesting they were able to
do that. We worked with buddies for about 45 minutes once a week and then we would
debrief that experience and then they would plan for the next round. It was awesome to
watch their collaboration when they weren't even in a classroom together. We were all in
different counties even and working with, I call them our little reading buddies, and they
were all in different spaces. But we were able to have a shared experience so that was
really unique.
In her response, Megan described the benefits of using digital writing platforms during
the reading buddies program as it allowed the PSTs to communicate with their reading buddies.
She stated that students could use Jamboard to communicate and other digital writing tools that
allowed the preservice teachers and elementary students to collaborate in different spaces.
Megan demonstrated knowledge of the affordances of digital writing tools and enacted this
knowledge by leveraging the affordances of the digital writing tools during the reading and
writing buddies program.
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Megan also recognized how the digital writing tools provided additional affordances for
the learning process, such as helping the elementary reading buddies and their families connect
within the virtual platform. When I asked Megan about the successes she saw while working
with PSTs and elementary aged students during the reading buddies program, she responded:
We also saw students who normally would be shy, and maybe not speak up in the whole
group use the chat feature a lot, so that was interesting. We saw buddies use the tools like
where they would raise their hand or give a thumb up or maybe they weren't comfortable
talking. And just the ability to also share that experience with families, because
oftentimes, especially with the little buddies, their parents were sitting right next to them,
so my students, our undergraduate students, were not only teaching kids they were also
educating families as well. So that was something that we normally don't get a chance to
do as much in the face-to-face setting.
These responses show that Megan realized that digital writing platforms had multiple
affordances through their functions. Megan described that the platforms provided a means for
PSTs to teach literacy and for elementary students to learn about literacy. In addition, Megan
explained that the digital writing platforms helped the students participate in learning while their
families could also be engaged in the students’ learning. Oftentimes, Megan stated, it is difficult
for families to be engaged in their students’ literacy learning while students are at school, but the
digital writing platforms provided space for this type of family engagement. Therefore, Megan
recognized the affordances of digital writing tools because she can help families connect with
what their elementary students are learning about literacy through digital writing platforms and
the use of digital writing tools.
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During the second interview, I asked Nancy how she helped PSTs see what works when
using a digital writing tool and what parts of the writing process are challenged using digital
writing tools. Nancy discussed benefits that she has helped the PSTs realize about digital writing
tools. Nancy stated:
…For example, we use the [digital writing journals] …and those are super cute and a
great way to help students stay organized digitally…well, I mean first it saves paper let's
just be honest about the digital opportunity… But second there's a lot of students in
classes that struggle with executive function disorders and just disorganization… And so,
digital tools are great for that…
In her response, Nancy explained how digital writing journals can be helpful for students
in several ways including organization, saving paper, and supporting students with executive
function difficulties. From her response, I determined that Nancy recognized affordances of
digital writing tools because she leveraged the use of digital writing to help preservice teachers
with transferrable skills, such as organization.
Both Megan and Nancy recognized affordances and successes that digital writing
platforms provided during their instructional experiences with PSTs. Contrastingly, Megan and
Nancy recognized challenges that digital writing platforms posed to PSTs during their courses,
which led to me to develop the second interview theme for Research Question Two.

Theme 2 –TEs helped PSTs navigate challenges in digital writing. (TCK)
During the first interview with Nancy, I asked her what challenges she had experienced
with the integration of technology in her instruction of PSTs. She stated:
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I think that we make the assumption that because we're in the digital technology age that
students who are much younger than myself will automatically be technologically savvy
and they really are not. I guess they're not taught that way right. They're not given those
technological freedoms in school to use those tools, so I don't know why we would think
that they automatically know how to use them, but we use Live Binders in integrated arts
and, as you know, as a tool to organize thinking and they struggle with that. It's a difficult
task for a lot of the students and I know that might be the platform itself. …Just the
pulling out of key ideas and putting those into the main tabs and then pulling out, you
know, less important but still important ideas to determine subheadings and that's a
challenging task for them and but they work through it.
Nancy described that sometimes people may assume that current PSTs have extensive
technological knowledge due to their access to a variety of technological resources. However,
she has found that participating in digital writing activities has posed great challenges for the
PSTs in her integrated arts class. Nancy’s response shows that during her digital writing
practices, she recognizes when the preservice teachers encounter challenges using digital writing
tools and platforms, such as Live Binders.
When asked how she helps the elementary preservice teacher work through the
challenges they experience with digital writing platforms, Nancy responded:
So, tutorials to make the assignments and the opportunities explicit…if I’m going to ask
them to use Live Binders because that's a module that moved online during the pandemic.
So, being very explicit and pulling out directions, and putting directions, and giving links
to tutorials within Live Binder that they can watch in order to be successful, and then just
a lot of grace as far as submission of that. So, when they do submit if it doesn't work,
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they can do it again if it's not exactly, then I provide feedback and they can redo
assignments. Not a lot of instructors do that it's sort of you hand it in you get a grade and
you move on, but I really firmly believe, especially as a writing teacher, that if you want
students to improve, you have to give them feedback to improve and then let them
improve, so that's kind of my philosophy as we move along.
To support PSTs in confronting the challenges they experienced when using digital
writing platforms, Nancy highlighted the importance of providing feedback and opportunities for
resubmissions so that the PSTs could improve their practice with her guidance. Nancy helps
preservice teachers prepare to use digital writing tools or platforms by providing explicit
directions and tutorials for programs, such as Live Binder. Nancy’s feedback provides more
specific guidance for supporting the PSTs in navigating the challenges they experienced while
using a digital writing platform. Nancy’s responses reflect the theme because they show that she
can determine when the preservice teachers are experiencing a challenge when using digital
writing tools and platforms and how she helps the preservice teachers navigate the challenges.
I also asked Megan how she helped PSTs navigate the challenges they encountered when
learning about digital writing and using digital writing tools. Megan explained how collaboration
and reflection was imperative to the process of teaching and learning.
So, we did a lot of reflection. [I was] very upfront with students before the experience
even started. And we said we've never done this before so we're going to learn it with
you, alongside you, it might be a little messy but it's okay, because we'll get to figure it
out together. I really appreciated that part. I think the students appreciated that too, like
nobody was an expert in the room, because we were all learning together, and so I felt
like that was a really big success. Also, as soon as the little buddies left the Zoom and
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were finished for the night, we debriefed immediately, “Okay, what did you notice about
our groups? What went well and what might we want to tweak for next time?”
Megan described leading reflective discussions with the PSTs after they led lessons with
their reading buddies. These discussions helped the preservice teachers determine what areas
they need more support in as they progressed through the reading buddies experience. Megan
made it clear to the PSTs that she would continue to collaborate with them to navigate challenges
encountered together, which is why I concluded that the teacher educator recognized the
challenges associated with digital writing and helped preservice teachers navigate the challenges.
Megan and Nancy enacted their digital writing knowledge by providing PSTs with the
necessary assistance to overcome the challenges of course activities encountered when using
digital writing tools and platforms. This theme helped me understand how the TEs reflected
alongside the PSTs, but Megan and Nancy also engaged in reflection of their own practices,
which demonstrated how they enacted their knowledge of digital writing.

Theme 3 – TEs reflected on their practices after integrating digital writing tools into instruction.
(TPK)
After I observed Megan’s language arts methods course, I interviewed her for the second
time to ask about some of the practices I observed during her instruction. Toward the end of the
interview, I asked Megan if there was anything else she would like me to know that she believed
would be helpful to my research efforts. She shared with me about how she anticipates starting a
new partnership with a local third-grade class so that she has a better understanding of how to
teach PSTs to engage in the use of digital writing platforms and to continue helping PSTs use
this knowledge to work with elementary students.
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I think always like for me, one of the things if I’m going to teach teachers how to do it, I
like to feel what it feels like in the first place. So, one of the things I’m doing currently is
partnering with a third-grade class. We're going to Zoom with them on Thursday actually
because they're going to do Storybook Academy in their third grade classroom and so
working with kids on it, I feel like that will help me and I feel like any of us instructors,
lecturers, professors, like whoever is teaching future teachers should in my opinion, have
that kid connection, so that we can know actually what it's going to play out and feel like
working with teachers in schools with those partnerships. So, this year my students are
going to be able to Zoom in with her third graders to kick off Storybook Academy and
kind of give their lessons learned and their tips to the third graders because we know, last
year, where they struggled a little bit or stumbled, and so I feel like that's so critical in
anything...
Megan’s decision to continue the partnership with the Storybook Academy activity (Fable
Vision Learning, n.d.) in a different elementary classroom came because of her reflecting on how
the partnership went during the current academic year. She referenced the struggles faced during
the previous year when working on the Storybook Academy with students after explaining why
she believes it is important that those responsible for the instruction of PSTs have a way to
connect with elementary schools and students. Megan needed to reflect on the integration of
digital tools after completion of the Storybook Academy to understand the struggles that the PSTs
and elementary students encountered. Megan could then facilitate a connection between the
PSTs and local students to help her better understand how present students respond to instruction
and engage in digital writing. Therefore, Megan’s reflection on her practices led to her
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continuing the Storybook Academy activity so that she can continue learning about how what she
is teaching to preservice teachers works with elementary students.
After I observed Nancy’s instruction, I asked her how she thinks the PSTs were able to
connect what she taught them about publishing digital writing into Jamboard with their future
practice. Nancy’s response revealed that she was unsure if she helped the PSTs solidify the
connection to their future practice after they engaged in the Jamboard digital writing activity.
…I do feel like now, in saying that there could have been some more explicit instruction
that this is something that they should use in their classroom and why they should use it,
but they know from me, from the very beginning that everything that we do is something
that they can use in their classroom, so there's never just busy work where it's a tool that
wouldn't work with kids…
In this excerpt, Nancy stated that she believed she could have been more explicit in
helping the PSTs connect the digital writing practice they were engaging into their future
instruction. She explained that the PSTs should connect the activities they participate into their
future classroom, but also recognizes that more explicit instruction addressing the connections to
future practices was necessary. This response shows that during the interview, Nancy reflected
on her integration of digital writing tools and determined an area for improvement in her
instruction, providing more explicit guidance in how the activity can be transferred into the
classroom.
Megan and Nancy’s reflection on the integration of digital writing tools and activities
helped them pinpoint areas in which they may need to shift or maintain current pedagogical
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practices. I developed a fourth theme related to the TEs’ enacted practices after considering the
shifts in pedagogy described by the TEs.

Theme 4 –TEs’ knowledge of digital writing is demonstrated by shifts in pedagogy based on the
integration of technology. (TPK)
I developed this theme because of how Megan’s use of digital writing technology caused
a shift in the way she taught. For example, Megan spent time teaching the PSTs about features
they were unfamiliar with within technological platforms. An understanding of these features
was necessary for the PSTs to successfully use the tools during their reading buddy experience.
During the first interview, Megan shared:
Some of the groups might have added like a song where they got up and did some
movement and I showed how to share screen with the sound. One group was having
trouble sharing video and they didn't understand why. It was because when they went to
share screen, they didn’t click the sound. So sometimes it was just that cross
collaboration and conversation, which is also part of learning process for teachers. It’s
being able to collaborate and share what works. So, we spent a good portion maybe 20
minutes after each buddy session and then students had to write a written reflection as
well about what went well, what did they notice, and what changes were they going to
implement for next week.
Because the reading buddy program shifted to a virtual format due to the worldwide
pandemic, as Megan shared with me during the interview, it was imperative for her to spend time
showing the PSTs how to use the various features in Zoom, such as sharing video, using the
virtual white board for instruction, and sharing links or files with the reading buddies. Once
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Megan realized that she needed to support PSTs in this way, she shifted her pedagogical
practices to include a brief reflection on how the day went, allowing the preservice teachers to
share what they believe went well and areas for improvement before their next meeting with
their reading buddies. By doing so, Megan helped PSTs reflect on their own pedagogical
practices with technology to prepare them for their future classrooms.
Megan further reflected on a pedagogical shift she made as it related to exposing PSTs to
a variety of digital writing tools:
To give them access to tools that they might not think about prior and then also thinking
about their own comfortability with technology and the digital space. Some students
come into that with varying levels of background knowledge, so some students are way
more comfortable with the digital space, and some are not. So, thinking about that from
the learner perspective and then also as a future educator perspective, what that looks like
for students is different, so I think acknowledging all of those in a classroom is important.
Earlier in the interview, Megan discussed how she led discussions that provided an
opportunity for PSTs to reflect on how the reading and writing buddies experience was going for
them. In the above segment from the interview transcription, Megan discusses how she
considered the PSTs’ knowledge and comfortability when using various digital writing tools in
the digital space they operated the reading program. By engaging in reflection, Megan could see
the challenges PSTs encountered through their lens and that of the elementary aged student. This
perspective taking led to Megan’s idea to expose the PSTs to more digital writing tools to
enhance their understanding of how they can use the tools in their instruction.
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Megan also demonstrated how she enacted her digital writing knowledge through
pedagogical shifts when she explained how she helps preservice teachers practice integrating
digital writing tools:
Practice and exposure and showing students that I’m pretty honest with them like this is
new for me too, and saying, “Hey here's something really cool I found. Look at this new
technology. Let's try it out. Here's what I’m going to try, and then let's try that with
students too.” So, I think that's how we kind of play with it is giving them exposure and
then trying it in the classroom.
In this excerpt, Megan further clarified how her pedagogy shifted due to the integration
of digital writing technologies. When teaching the preservice teachers about these tools, Megan
again emphasized the importance of being transparent with them about the newness of various
technological tools for her and the need to continually practice using the tools with the preservice
teachers and exposing preservice teachers to new digital writing tools by using new tools
together and trying them out during the reading and writing buddies program. During this part of
the interview with Megan, I concluded that Megan made shifts in her pedagogy to ensure she
could increase preservice teachers’ knowledge of and practice with digital writing tools.
In addition to consistent exposure and practice with elementary students, the TEs further
supported preservice teachers in learning about digital writing by providing time during
instruction to teach and practice the use of the digital writing tools and platforms. Therefore, I
developed the fifth interview theme for Research Question Two, “TEs helped PSTs explore,
collaborate, and reflect when using technology.”
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Theme 5 - TEs helped PSTs explore, collaborate, and reflect when using technology. (TPACK)
Both Megan and Nancy described how they helped PSTs learn about digital writing
technology in their courses. I developed this theme after Megan and Nancy repeatedly mentioned
how they presented new technological tools or ideas for using digital writing tools to preservice
teachers. For example, during the first interview, Megan mentioned:
I think it's adding tools to toolboxes right. I think it’s giving teachers the opportunity to
think a little bit outside the box, to see what’s out there that they can integrate into their
lessons, into their day to day with students, depending upon the technology that's going to
be available in the school building once they get there.
Megan mentioned helping the PSTs “think outside the box” and “see what’s out there.”
Megan mentioned the practice of exploring digital writing tools to see what is available when she
discussed how she helped PSTs explore different technologies. As Megan stated, exploring the
tools helps preservice teachers see what “they can integrate into their lessons” and “their day to
day with students.” This exploration may help preservice teachers determine how they could use
various digital writing tools and platforms in their instruction depending on what is made
available to them.
Similarly, in the first interview I asked Nancy how she helps PSTs consider how they
would teach the use of a particular digital writing tool to their future students. She stated:
So every one of the tasks that the students do is for these purposes: one, for them
learning, two to have them discovering new forms of technology to use, and three, the
whole entire purpose of it is that they will take what they now know how to do and teach
their students to do it, because if they don't know how to do it then they'll never teach
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their students how to use that tool effectively. So, if we go back to the Live Binders, that
is an important task for many different things: for pulling key details, for understanding
sub headings and how to use sub headings effectively, to organize the thoughts into you
know folders or portfolios…Then we discussed what that tool looks like for their students
in their classroom so that student now in their classroom has a tool that they can use for
research and so they would be writing information in there… They know how to
consume text and information from the world around them. Movies, whatever that
information or, however, that information is presented, and they can pull key details and
supporting details and they can you know upload graphs and data to support that and put
it into a platform. Jamboard would be the same and Padlets would be the
same…Anytime I’m using them it's for the purpose of them then using them as a
teacher…
Nancy’s response shows how she helps PSTs explore a multitude of digital writing tools
and platforms with the sole intention of the preservice teachers realizing how they can integrate
tools into their future digital writing instruction. By exploring these tools, Nancy helped
preservice teachers learn about new digital tools and intends for the preservice teachers to reflect
on how they would use these tools in their future classrooms.
Megan’s practice of providing the PSTs with the opportunity to connect what they have
learned about digital writing and digital writing tools to practice with current elementary students
has not only been helpful to the students in her courses, but also to her as an educator. In the
second interview, Megan stated:
I feel like if anything that's what helps me the most is keeping that K-5 connection to
really see if what we're teaching, what best practices, what evidence-based research
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shows, is it transferable to the classroom? And what does it look like and feel like for
teachers?
In this quote, Megan stated that she considers if what she is presenting to preservice
teachers is transferrable to classrooms and that practicing what she is teaching to preservice
teachers with elementary students allows her to engage preservice teachers in reflecting on if the
digital writing practices they are engaging in is transferrable to a classroom setting. This quote is
evidence of the theme because Megan suggested that reflection helps her and the preservice
teachers determine if what they are learning is feasible for a classroom setting.
Through my interviews and analysis of documents that Megan shared with me, it is
evident that Megan encourages collaboration amongst the PSTs in her classroom and values the
partnerships with local elementary school classrooms. PSTs gain practical experiences in
integrating what they have learned about digital writing into real-life scenarios with elementary
students through the partnerships Megan facilitates. Megan and Nancy’s responses demonstrated
that preservice teachers receive multiple opportunities to explore, collaborate, and reflect on the
integration of digital writing into literacy instruction.
I developed the final interview theme after I learned that Megan and Nancy attempted to
expand PSTs’ knowledge of digital writing by allowing the preservice teachers to explore and
integrate various digital writing tools of their choice into their course activities.

Theme 6 – TEs allowed PSTs choice in their digital writing. (TPACK)
Megan and Nancy both described the importance of choice when describing their
knowledge of digital writing, which was reported in the findings related to Research Question
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One. Providing preservice teachers choice in their digital writing was prevalent in Megan and
Nancy’s digital writing instructional practices as well.
During the first interview, Megan described the storybook activity that the PSTs would
engage in at the culmination of the Storybook Academy writing series (Fable Vision Learning,
n.d.). She shared:
You get to decide what you're going to write about, how you're going to publish it, what
kind of format you want, you get to decide. So, the third-grade teacher we are working
with is also doing that with her students, so they get to decide how they want to publish
their books. Choice is important.
Megan reported that the preservice teachers determine what they are going to write about
and the format in which they will publish their writing. Megan went on to explain that the
students in the elementary classroom she is partnering with for the Storybook Academy activity
will also have choice in what they write and how they publish their storybooks. Megan explicitly
stated that providing choice was important, which is reflected in her practice of allowing the
preservice teachers choice in how they present and publish their storybooks.
As a result of allowing choice, Megan learned about a new way to create Sketchnotes
(McGregor, 2019), a notetaking strategy that I observed Megan teaching PSTs in her course.
During the interview, she recalled:
Some of them coming in are amazing. I actually asked one of my students, “What did you
use?” because her Sketchnote looked so clean and clear and organized… I want to learn,
because I want to do that in my future…I think it’s learning for me, too.
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In this quote, Megan described seeing the Sketchnotes of one of the preservice teachers in
her course and wondering how the preservice teacher created the Sketchnotes. By allowing
choice in the way students produce digital writing, Megan observed a preservice teacher utilizing
a familiar strategy, sketchnotes, with a digital tool she had not seen before. Megan also shared
the following during the second interview:
I allow students to submit work or create assignments using tools that are comfortable for
them. Then being able to share out how they used it and what they used, they're learning,
they're teaching each other. I have some students that are extremely knowledgeable and
very comfortable with technology and some students who absolutely aren't and so
because I don't set the “you have to do it in this way” frame, it's been real eye opening.
In her explanation, Megan clarified the importance of choice by explaining that she
allows students to utilize the digital writing tools that they find to be the most comfortable
because of the varying levels of knowledge and comfort using different tools and platforms. She
recognized that some preservice teachers are not comfortable using technology, which is why she
does not require them to use particular tools when submitting their course assignments.
Furthermore, Megan’s explanation is evidence of the theme that she allows preservice teachers
choice in their digital writing.
Nancy shared a similar sentiment. During my observation of her instruction, I noticed the
PSTs did not have much choice in how they generated haikus, although they had choice in the
topic of their haiku. I asked if this was a typical practice and Nancy responded:
No, I would say that when I’m modeling that's with a program I’m comfortable with, so I
will use pretty much Jamboard or Padlet. Those are the platforms that I know and that I
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work well with, but when students create, they're given a choice, “Here’s a program that
you can use, but you are not limited to this program. So, if you find another that you like
better that works better, for you…” I always give them bonus points for bringing new
computer programs to the table to share with their classmates and I will get some students
who you know go out of the box and bring a new program that we've never seen before,
so that's kind of cool.
Nancy’s response to my inquiry shows that the moment in which I observed her
instruction was not a typical practice of limiting PSTs’ choices in the digital writing tools or
platforms to use for their poems. Based on her response, Nancy clarified that it is typical for her
to model a writing skill using digital writing tools with which she is most comfortable while the
PSTs in her courses can select the tools that they find appealing when presenting their writing.
Nancy also stated that some preservice teachers use tools she has not seen before which happens
because Nancy dos not institute strict requirements for the use of digital tools. As she explained,
she provides preservice teachers options, but they have the choice to determine what tool they
use in their digital writing.

Summary of Interviews
Through my analysis, I gained an understanding of how both Megan and Nancy enacted
their knowledge of digital writing through their instructional practices with PSTs. I developed six
themes after I analyzed the interview transcriptions: (1) TEs demonstrated knowledge of the
affordances technology brings to educational practices, (2) TEs helped PSTs navigate challenges
in digital writing, (3) TEs reflected on their practices after integrating digital writing tools into
instruction, (4) TEs’ knowledge of digital writing is demonstrated by shifts in pedagogy based on
the integration of technology, (5) TEs helped PSTs explore, collaborate and reflect when using
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technology, and (6) TEs allowed PSTs choice in their digital writing. Through the identification
of these themes, it was evident that Nancy and Megan enacted their digital writing knowledge in
their practices. In the next section, I explained how my analysis of documents revealed another
integral practice displayed by the TEs in developing PSTs’ knowledge of digital writing:
modeling the use of digital writing platforms.

Documents
In the findings I reported from the document analysis that explained Research Question
One, I mentioned that I sorted the analysis of the documents into two categories. For Research
Question One, I reported findings from the first category, integration of digital writing platforms.
The second research question that guided my analysis of the documents was, “How is TEs’
knowledge of digital writing practices evident in their teaching?” In this section I reported the
findings from the second category, modeling expectations for digital writing, in response to
Research Question Two.
After organizing my notes into categories, I noticed that the notes in the “modeling
expectations for digital writing” category all conveyed a similar message: TEs modeled the use
of digital writing platforms (see Table 17).
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Table 17 Document Analysis Category: Modeling Expectations for Digital Writing

Category

Modeling
expectations
for digital
writing

Nancy’s Documents

Notes

Creating your own
Digital Writing Journal
& Free Write #2

Provides a TE- and preservice teacher
created example of a digital writing
task and a video to help students set
up their journals. Describes
components that should be included.

Nancy’s Digital
Writing Journal (TE’s
digital writing journal
model)

Linked in assignment description as a
model example completed by the
teacher educator; gives preservice
TPK - TEs modeled the use of digital
teachers a model of a digital writing
writing platforms.
journal
• TEs provide completed samples
of tasks to preservice teachers
Gives preservice teachers a model
to help them model their own
created by another preservice teacher
work
• TEs give criteria for integrating
Notes
technology to support digital
writing activities, such as
Model example with consideration
integrating technology into
for best practices; The presentation is
lesson plans focused on writing
designed using Bitmoji and provides
tasks
students with modeled examples
(slides 3-4)

Interactive Writing
Journal (preservice
teacher sample)
Megan’s Documents
Creating a Purposeful
Bitmoji Classroom

Thematic Unit Plan
Template

Lesson plan requirements (slides 610): Students must include a
technology component in their lesson
plans. (Nearpod, Flipgrid, Jamboard,
Bitmoji etc.)
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Code & Preliminary Theme

In Table 17, I categorized the documents to show that each document had evidence of the
TEs modeling their expectations for digital writing, which is shown in the first and second
columns of the document. In the “Notes” column, I described the evidence showing Megan and
Nancy modeling their expectations for digital writing. I used these notes to help me code the
information. I selected the Technological Pedagogical Knowledge (TPK) code because of
modeling being a practice enacted by the TEs. Specifically, the TEs provided models of the use
of technological resources for digital writing, which is why I determined the TPK code to be
appropriate. Finally, I developed the theme for the documents because I found evidence of
modeling in each of the documents within this category. I described this evidence in the
following sections.

Theme 1 - TEs modeled the use of digital writing platforms. (TPK)
Megan’s Documents
Within the Thematic Unit Plan Template, a Google Slides document, Megan provided
directions for PSTs to complete their lesson plans within a Bitmoji classroom. On each slide that
Megan provided lesson plan directions, an example of a completed lesson plan within a Bitmoji
classroom is provided. The requirements for the activity included standards that linked to either
social studies or science concepts, a list of materials, a description of the task, and an interactive
technology component. These components are shown in Figure 12, which is an example of a
model Bitmoji classroom that Megan provided in the Thematic Unit Plan Template.
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Figure 12 Model Lesson Plan in Bitmoji Classroom

In this example, Megan integrated each lesson plan component into the Bitmoji classroom
to guide preservice teachers as they create their lesson plans for the Thematic Unit Plan
Assignment. For example, the white board in the picture provides an overview of the activities
students will engage in during the lesson. There is also a link to a YouTube video for students to
learn more about the content of the lesson, the Revolutionary War. Megan required preservice
teachers to list the standards, materials, and estimated time the lesson plan would take, which she
also modeled in the right side of the image. Furthermore, after analyzing this document, I
determined that Megan provided a model of all the expectations she expected preservice teachers
to follow when completing their Thematic Unit Plan Assignment. Megan enacted her knowledge
of the digital writing platforms, Google Slides and Bitmoji to provide the model lesson plan to
preservice teachers.
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Megan also shared a separate Google Slides presentation titled “Creating a Purposeful
Bitmoji Classroom” as Bitmoji classrooms were the preferred method for presenting the
Thematic Unit Plan Assignment. The presentation provided best practices for creating a Bitmoji
classroom. Within this presentation, Megan also gave PSTs a separate modeled example of a
Bitmoji classroom which displayed the elements of what she considered a “purposeful Bitmoji
classroom” (see Figure 13).

Figure 13 Bitmoji Classroom Model

Figure 13 shows how Megan integrated text and images into the Bitmoji classroom. The
images near the ovals with texts in them were hyperlinked to interactive links to a Padlet,
YouTube video, and a vocabulary resource. Megan explained that these links and directions in
the turquoise bubbles were to mimic literacy stations that students could interact with. This
modeled example shows that Megan enacted her digital writing knowledge in her instructional
practices because she used her knowledge of creating a Bitmoji classroom and locating and
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linking resources that would help elementary students complete digital writing tasks to model
creating an interactive Bitmoji classroom. During the interview, Megan mentioned that she wants
to show the PSTs how to use a particular technology as she learns about new digital writing
technologies and possibilities. By providing PSTs with a modeled example of what she expected
them to do for their Thematic Unit Plan Assignment, Megan gave PSTs guidance in creating
their Bitmoji classrooms while also showing an exemplary example for reference.
Nancy’s Documents
I also noticed evidence of modeling the use of digital writing platforms within Nancy’s
documents in the Digital Writing Journal Assignment Description, which links to Nancy’s
Digital Writing Journal and the elementary preservice teacher’s digital writing journal. I also
analyzed this document for findings related to the first research question. Nancy provided the
assignment description and digital writing journal samples to PSTs so that they could explore
ways to leverage the use of their digital writing journals for expressive writing and notetaking
(see Figure 14).
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Figure 14 Interactive Writing Journal – Notetaking (Preservice Teacher Sample)

Figure 14 shows an example of a preservice teacher’s digital writing journal that Nancy
shared with me as an exemplary model of a digital writing journal. This model includes use of
various digital writing features within the Google Slides platform that Nancy modeled for
preservice teachers in her sample digital writing journal. The features include adding text,
changing font color, type, and size. This sample digital writing journal also shows shapes, such
as a rectangle and arrows, were inserted into the journal. By providing this model to preservice
teachers, Nancy can show how the features within Google Slides can be used to capture notes
about the content preservice teachers are learning in her course.
I observed and documented a clear connection between the documents shared with me
and what the literature in TPACK discussed regarding modeling. From the interviews with
Nancy and Megan and from the document analysis, it was clear modeling is viewed as an
important strategy for developing TPACK and supporting teachers in using technological tools.
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This notion that modeling is key is corroborated by the educational literature in TPACK
development (Setiawan et al., 2018; Wang et al., 2018). Furthermore, through my analysis of
documents and interviews, I noted that Megan and Nancy sought to engage PSTs in the use of
digital writing tools in ways that would be most meaningful for them.

Summary of Documents
My analysis of Megan and Nancy’s documents led to the development of the theme,
“TEs modeled the use of digital writing platforms.” Both Megan and Nancy provided the PSTs
with a modeled example of how to engage in digital writing to accomplish course objectives. In
addition to noticing the modeling practice through my analysis of documents and in the interview
conversations I had with Nancy and Megan, I further elaborated on Research Question Two by
observing the TEs’ practices with PSTs.

Observations
The final source of data I collected in this qualitative case study was observational data. I
conducted one observation of Megan and Nancy’s instruction during the Spring 2022 academic
semester. Since this research was conducted in partial fulfillment of my doctoral degree, the time
I had available to collect and analyze data was limited. Therefore, I did not observe Megan and
Nancy more than one time during the semester. During the observations, I captured descriptive
notes to revisit after the observation (see Figure 15). These notes included statements said by the
teacher educator and a description of the activities the PSTs were engaging in.

141

Time
8:53

8:59
9:00
9:05

Descriptive Notes
“We’re learning maybe Jamboard wasn’t the best platform for this. Maybe a Padlet
could have worked better”
In response to a student having difficulties.
Still working on Haikus
References providing redirection and feedback to whole group instead of singling out
individual students
Discusses the process that they just went through and the benefits of using the Haiku
generator and Jamboard to create and share writing
Teacher educator discusses how the resources shared by presenter can help with home
to school connection for students and families
Asks how the digital writing and poetry resources on Canvas will be used beyond this
course section

Figure 15 Observation Descriptive Notes

I recorded the observations using the Zoom platform to help me revisit my notes and add
additional descriptive notes. Figure 15 shows my descriptive notes process. I took note of the
time I captured the note in the first column and then wrote my notes in the second column. When
writing the notes, I only included descriptions of what I observed and avoided including
analytical notes so that I could remain focused on what was occurring during Megan and
Nancy’s instruction. I then listened to the recording of the observation and wrote down more
descriptive notes. After adding additional descriptive notes, I determined the segments of the
observations I would event map based on points of interest that I found during the observations.
I event mapped the selected portions of the observation by listening to the observation
again and noting the events and subevents along with potential rich points and lingering
questions (see Table 18). To determine which events and subevents I would further analyze, I
highlighted the events and/or subevents that I would transcribe based on the potential
connections to the second research question.
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Table 18 Observation of Megan Event Map Example

Time

Event

Teacher hand signals to get
6:30:00 everyone's attention.

Subevent

Potential rich
points/Lingering
Questions

summarized observations

What is one takeaway from
your group about your
stories, how you’re
student sharing out. mentions highlights digital
publishing them, and where program partner used to
integration that student
you are in the process
create their digital storybook used by choice,

7:00

7:50:00

asks student to share out
about the program they were
building their digital
storybook with

9:11:00

who else had takeaways?

9:43:00

in response to student who
shared out, TE references
one of Peter Reynold's
suggestions to include an
about the author page

asks how many are
collaborating with someone
9:57:00 to create storybook

10:02

asks one student
collaboration group to share
out about their collaboration

In the first column of Table 18, I documented the timestamp in the recording of which the
event or subevent was occurring. In the next column, I briefly explained the main event. I
described subevents in the third column of the chart, which often included actions taken by
Megan and Nancy after they directed the preservice teachers to complete a task. When listening
to the recording, I looked for introductions of a task or topic to determine events. I then
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documented observations related to the event that did not indicate a shift in the conversations or
course activities as a subevent. I documented shifts in conversations and activities as events. In
the final column, I took note of potential rich points and lingering questions for consideration.
After documenting the events, subevents, and potential rich points, I looked at the events and
subevents within the table to determine which events I would revisit to analyze the transcription
n more depth. I identified which events and subevents I would further analyze by highlighting
them (see Table 18).
The next step I took was revisiting the highlighted segments in the event map by listening
to the recorded observations. I transcribed these segments of interest, (see Table 19).
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Table 19 Observation of Megan Transcription Example

Time

Message Units

7:00:00 we're going to do a
quick share
because you worked
with new people
today

Descriptive Notes

Analytic Notes

Preservice teachers will share
about their Storybook
Academy projects
Preservice teachers spent the
past few minutes describing
their storybook project to a
partner

and so, what was one
takeaway from your
group about your
stories
about how you're
publishing them

TPACK - TEs helped
PSTs explore, collaborate,
and reflect when using
technology.

Reference to publication of
the storybooks shared during
interview

about where you are
in the process right
now
7:10:00 that you're like "oh
that's a pretty good
idea

Code + Preliminary
Theme

Modeling a thought
Suggesting that
preservice teachers may have preservice teachers
while listening
consider what their
classmates are doing
that can help them
add to their story.
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Time

Message Units

Descriptive Notes

Analytic Notes

Code + Preliminary
Theme

I think maybe I could
use that in my story
or in my journey"
or something you
learned
7:17

from your
conversations

7:22

student sharing out

7:51

[student name] can
you share a little bit
about

encouraging a student to
share out about how they
used a digital platform to
create their storybook.

reflects a practice
TPACK - TEs helped
shared during the
PSTs explore, collaborate,
interviews because
and reflect when using
the TE stated that she
technology.
allows PSTs to
decide how they will
present their writing
and she encourages
PSTs to explore and
try out new tools.

that program you
were using
to do that with?
7:55:00 student sharing out
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Table 19 provides a visual of the process I followed to analyze segments of the
observations. First, I documented the time stamp of the recording. Next, I wrote the
transcriptions as message units, which I determined to be small units of meaning communicated
by the participants. In the third column of the table, I wrote descriptive notes to explain what was
occurring during the observation. I wrote analytic notes in the fourth column to begin explaining
how the participants enacted digital writing knowledge in specific portions of the interview.
Finally, I used the transcriptions, descriptive notes, and analytic notes to code the transcriptions
using the TPACK domains: Technological Knowledge (TK), Technological Content Knowledge
(TCK), Technological Pedagogical Knowledge (TPK), or Technological Pedagogical and
Content Knowledge (TPACK). In addition to the code, I developed a preliminary theme to
describe how PSTs enacted their digital writing knowledge in their practices.
After analyzing the observations, I developed three themes: (1) TEs demonstrated
practices that helped PSTs recognize both affordances and constraints of digital writing
platforms, (2) TEs helped PSTs explore, collaborate, and reflect when using technology, and (3)
TEs allowed PSTs choice in their digital writing. Table 20 shows how the themes relate to the
TPACK domains that I used to code the message units. In the following sections, I discussed
how I identified evidence of these themes in Nancy and Megan’s instructional practices with
PSTs.
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Table 20 TPACK Domains and Observation Themes

TPACK Domain

Observation Themes

Technological Pedagogical
Knowledge (TPK)

•

TEs demonstrated practices that helped PSTs
recognize both affordances and constraints of
digital writing platforms.

Technological, Pedagogical, and
Content Knowledge (TPACK)

•

TEs helped PSTs explore, collaborate, and reflect
when using technology.
TEs allowed PSTs choice in their digital writing.

•

Theme 1 – TEs demonstrated practices that helped PSTs recognize both affordances and
constraints of digital writing platforms. (TPK)
During my observation of Nancy, the teacher educator guided PSTs through creating two
forms of writing, a haiku and a descriptive poem using similes and metaphors, using a digital
writing tool. Because the discussion that took place during the generation of the descriptive
poem using similes and metaphors was led by the PSTs and Nancy’s teaching assistant (TA), I
only reported on the message units in which Nancy referenced the Haiku generation.
I noticed Nancy implementing practices that helped the preservice teachers recognize the
affordances and constraints of digital writing platforms when the class was working on the
Jamboard Haiku activity. Students used a Haiku generator to create a poem that followed the
structure of a Haiku, five syllables in the first line, seven syllables in the second line, and five
syllables in the third and final line of the Haiku. Nancy then asked students to publish their
haikus into the Jamboard (see Table 21).
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Table 21 Observation of Nancy: Haiku Publication in Jamboard

Time

Message Units

Descriptive Notes

Analytic Notes

Code + Preliminary
Theme

36:57:00 there's a Jamboard link
in the module
When you're finished and
you have

providing directions to
PSTs

37:00:00 generated your poem
Jump on to our Jamboard
and let's publish it for us
to see

directs PSTs to begin
sharing their haikus to the
Jamboard after they have
created them using the
generator

encouraging sharing digital
writing amongst peers "us to
see"

37:31:00 That way we can share
more broadly

referencing publishing the
Haiku into Jamboard

suggests the Jamboard
platform can reach many
people at once

37:46:00 there's 30 of us in here

references the number of
PSTs in the course

instead of each one of us
reading out

describes Jamboard as an
alternative

compares the use of the
Jamboard to an oral
presentation of poetry

sometimes we don't have
time for that

relates to limited amount
of time in classroom

suggests Jamboard may
save time in the classroom
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TPK - TEs demonstrated
practices that helped PSTs
recognize both
affordances and
constraints of digital
writing platforms.

Time

Message Units

Descriptive Notes

Analytic Notes

you can see that that
Jamboard presents them
all

describes the platform as
allowing the teacher and
students to see everyone's
work at once

helping PSTs consider the
benefits of the practice in a
classroom setting

After PSTs were having
difficulties adding to the
Jamboard, TE
hypothesizes that
Jamboard may not have
been the best platform for
the activity

After discussing affordances
of the technology with PSTs
(being able to share
broadly), TE discusses an
alternative that may have
been a better option.

Code + Preliminary
Theme

and we'll see them all
37:49:00 feel free to add and share
and go with it if you want
to
38:17:00 and so, we're learning
that

Jamboard probably is not
the best platform for this
Probably a Padlet would
have been better
I don't know
because it doesn't allow
you
38:26:00 to put in straight lines
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TPK - TEs demonstrated
practices that helped PSTs
recognize both
affordances and
constraints of digital
writing platforms.

During the times presented in Table 21, the preservice teachers in Nancy’s course were
finishing creating their haikus. Nancy stated, “When you’re finished and you have generated your
poem, jump onto our Jamboard and let’s publish it for us to see.” Nancy directed the preservice
teachers to publish their haikus. She went on to say, “That way we can share more broadly. There’s
30 of us in here. Instead of each one of us reading out…” Nancy described the benefits of using a
digital writing platform, such as Jamboard, to share writing to the entire class. She mentioned how
the class held thirty participants in the Jamboard and how the PSTs had the ability to see what all
thirty participants were publishing at once instead of each person reading their poems aloud.
At 38:17, some preservice teachers encountered difficulties publishing their poems. Nancy
stated, “We’re learning that Jamboard probably is not the best platform for this. Probably a Padlet
would have been better…because it doesn’t allow you to put in straight lines.” While using the
Jamboard, the preservice teachers were having difficulties formatting their poems into three
straight lines because the platform does not have a line break feature. The haikus were appearing
as paragraphs instead of three distinct lines, which Nancy indicated was a part of the “formula”
for writing a haiku appropriately in an earlier part of the observation. In this segment, Nancy
integrated practices that helped PSTs engage in a digital writing opportunity by guiding them to
publish their haikus in Jamboard. Nancy identified affordances of the platform by explaining to
the participants that Jamboard allowed them to publish their platforms all at once. On the contrary,
Nancy also helped preservice teachers recognize a drawback, or constraint, when using the
platform for publishing poems which is that the poems will appear as paragraphs.
Nancy also demonstrated the affordances of the digital writing platform, Jamboard, by
modeling language she would use in the classroom with students when using the Jamboard
platform to publish writing (see Table 22).
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Table 22 Observation of Nancy: Sharing in Jamboard

Time

Message Units

45:53:00 and this
platform
Jamboard just
allowed you to
show out so
that we can all
see them
Take a few
minutes

Descriptive
Notes

Analytic Notes

Codes +
Preliminary
Theme

discussed the
way Jamboard
was used for the
activity

modeling how a
teacher may
instruct students
to engage in the
learning
boys and girls modeling

By modeling the
language, she would use
in the classroom, the TE
is attempting to help
PSTs recognize how they
could transfer the digital
writing practice they just
if you were in modeling
engaged in into their own
the classroom
classroom. This practice
take a few
modeling
may also help PSTs
minutes boys
recognize the benefits of
and girls
using these technological
platforms (haiku
read the haikus modeling
generator and Jamboard)
up there
because both platforms
find your
modeling
allow students to engage
favorite one
in the writing process
and hold on to technology
(drafting,
it
allows the class editing/revising,
to engage in the publishing) in a quick,
activity quickly seamless way.
and that takes
us five minutes
instead of each
person in the
class
reading their
haiku
which would
take probably
20 30 minutes
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TPK - TEs
demonstrated
practices that
helped PSTs
recognize both
affordances and
constraints of
digital writing
platforms.

In this part of the observation, Nancy discussed how publishing to the Jamboard platform
can allow students to see everyone's work at once instead of each student orally presenting their
poem, which could be more time consuming. To model what teachers might say to elementary
students in the classroom, Nancy stated, “Take a few minutes boys and girls. Read the haikus up
there, find your favorite one, and hold on to it.” She followed this model by saying, “And that
takes us five minutes instead of each person in the class reading their haiku, which would
probably take twenty or thirty minutes.” Nancy reiterated an affordance of using Jamboard,
which is that it can save time and still allow many students to share their writing with a large
audience. She also modeled language that preservice teachers can use with elementary students
to help students understand that by publishing their haikus into Jamboard, students can see all
their classmates’ poems. Nancy enacted her digital writing knowledge by highlighting
affordances and constraints of the digital writing platform as the preservice teachers learned
about poetry.

Theme 2 – TEs helped PSTs explore, collaborate, and reflect when using technology. (TPACK)
Table 19 provided an example of my analysis of Megan’s instruction that led me to
develop the theme, “TEs helped PSTs explore, collaborate, and reflect when using technology.”
During the class, Megan prompted the PSTs to collaborate with a partner with whom they have
not collaborated with in a while to discuss how they were progressing in their Storybook
Academy tasks. During this segment of the observation, Megan encouraged the PSTs to share
their partnering discussions and to provide information about where they were in the writing
process of completing their storybooks.
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Megan stated that the PSTs should listen to their classmates and think, “Oh that's a pretty
good idea I think maybe I could use that in my story or in my journey,” (See Table 19, 7:10) As
a result of having a discussion with peers about their progression in their storybook creation,
Megan encouraged the PSTs to explore ideas that are shared during the whole group discussion
to determine how they can adapt the ideas for their own storybooks. Megan demonstrated a
practice that allowed the PSTs to collectively share and generate ideas together to improve their
storybooks.
After an elementary preservice teacher shared about their conversation with a classmate
at the 7:22 minute mark, Megan asked the preservice teacher to share about the program they
used to develop their storybook. By doing so, Megan exposed the rest of the class to what she
noticed while she was walking around listening to the PSTs’ discussions: the use of a digital tool
that was unfamiliar to her. This related to Megan’s idea that the preservice teachers should
consider how their classmates ideas may apply to the creation of their storybook. Also, as
mentioned during the interview, through collaboration with the PSTs, Megan learned about new
digital tools, and this segment of the observation demonstrates that.

Theme 3 – TEs allowed PSTs choice in their digital writing. (TPACK)
Echoing the theme I developed to respond to Research Question Two after analyzing the
interviews, I noticed during my observation of Megan’s instruction of PSTs that she referenced
the choices that PSTs could make in their digital writing. This occurred when Megan introduced
a note taking strategy, Sketchnotes (McGregor, 2019), to the PSTs (see Table 23).
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Table 23 Observation of Megan: Creation of Sketchnotes

Time
51:00:00

Message Units
you're gonna try one now

so, I’m gonna tell you
we're gonna try one now
you can either
51:11:00

do one digitally or

you can do it paper and
pencil
I have paper

Descriptive Notes
after the TE has introduced PSTs to
Sketchnotes (McGregor, 2019), she
informs them that they're going to
create their own.

Code + Preliminary
Theme

TPACK - TEs allowed
PSTs choice in their
digital writing.
TEs provide participants
the choice to determine
how they will represent
TE gives PSTs choice in creating their confirms what she
their
writing by exploring
Sketchnotes (McGregor, 2019)
shared during interviews,
digitally or on paper pencil.
PSTs are given choice in digital writing tools and
helping PSTs determine
the way they represent
their writing whether it is which tool would work
best for their writing and
digitally or on paper.
introducing PSTs to new
tools.

I have markers and crayons
if you want
colorful
to make it colorful
51:17:00

Analytic Notes

you can do that too
you are going to create a
Sketchnote
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Time
51:22

Message Units

Descriptive Notes

of current events and/or what PSTs given choice on topic for their
you're grateful for
Sketchnotes (McGregor, 2019).

and/or what you learned
about writing buddies
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Analytic Notes
Choice is not only
limited to whether TEs
use or do not use digital
tools to produce writing,
but TEs also give the
choice of what topic
PSTs write about in their
writing.

Code + Preliminary
Theme

TPACK - TEs allowed
PSTs choice in their
digital writing.
TEs provide participants
the choice to determine
how they will represent
their writing by exploring
digital writing tools and
helping PSTs determine
which tool would work
best for their writing and
introducing PSTs to new
tools.

During an earlier part of the observation prior to the transcription presented in Table 23,
Megan introduced the PSTs to Sketchnotes (McGregor, 2019) by playing a video defining and
modeling how to use Sketchnotes. She then informed the PSTs that they were going to create
their own Sketchnotes. At 51:00, Megan stated, “We’re gonna try one now. You can either do
one digitally or you can do it paper and pencil. I have paper, I have markers and crayons if you
want to make it colorful…” Megan provided the preservice teachers the choice to either create
their Sketchnotes digitally or using paper and pencil. Megan described digital writing as included
choice, and this was enacted in her practices when she suggested that the preservice teachers
decide which medium they would use to create their Sketchnotes. Megan did not specify a
requirement or preference for the preservice teachers to create their Sketchnotes in a particular
format, she simply provided the options and materials for those who wanted to complete paper
and pencil Sketchnotes.
Megan also allowed the PSTs to determine what the topic of their Sketchnotes would be.
She said, “You are going to create a Sketchnote of current events and/or what you’re grateful for,
and/or what you learned about writing buddies.” Megan provided multiple options to the
preservice teachers, but in the end, the preservice teacher needed to determine what topic they
would address in their Sketchnote. Thus, Megan provided choice in the content and tools in
which preservice teachers would create their Sketchnotes, enacting her knowledge that digital
writing includes choice in her practices.

Summary of Observations
During my observations of Megan and Nancy, I gathered more information about the
research questions, especially Research Question Two, “How is TEs’ knowledge of digital
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writing practices evident in their teaching?” By analyzing Nancy and Megan’s observational
data, I developed three themes: (1) TEs demonstrated practices that helped PSTs recognize both
affordances and constraints of digital writing platforms, (2) TEs helped PSTs explore,
collaborate, and reflect when using technology, and (3) TEs allowed PSTs choice in their digital
writing. The observational data helped me recognize the similar connections across what TEs
shared in the interviews and what I analyzed in the documents, which was necessary in my
investigation of the second research question.

Trustworthiness
It is imperative for qualitative researchers to be transparent about the decisions made for
users of the research to determine the quality and transferability of the conclusions the researcher
draws (Hammersley, 2007). A part of being transparent and ensuring trustworthiness is
reflexivity. As I engaged in the process of data collection and analysis, I was careful to reflect on
how my theoretical knowledge of TPACK and digital writing influenced my orientation toward
participants during the interviews and observations, and the development of themes. After
writing themes, I realized that some of the wording of the themes implied assumptions I had
made about participants. For instance, some of the themes I developed included phrases such as,
“TEs believed,” or “TEs understood.” I changed this wording because I wanted to avoid
suggesting that I could make inferences about Nancy and Megan’s inner thoughts and, instead,
allow the data sources to exemplify digital writing knowledge and practices. For example,
instead of stating “TEs believed,” I changed the themes to say to “TEs demonstrated…” or “TEs’
knowledge is demonstrated by…”
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Finally, after interviewing and observing Nancy and Megan, I jotted down notes to
capture information and thoughts that seemed related to my research questions after the
interviews and observations. By doing so, I could revisit my notes in conjunction with the
recordings and transcriptions to remind myself of my initial thoughts and reactions to what I
observed or learned from Nancy and Megan. My initial thoughts and reactions were important to
revisit while analyzing the data mostly due to the time between the data collection and analysis. I
oftentimes would analyze data up to three days after collecting the data. Secondly, revisiting my
notes helped me identify points of interest within the observations and transcriptions to analyze
further. Finally, taking notes during the interviews supported me in asking follow up questions
for clarification of information shared by Megan or Nancy, or to learn more about digital writing
knowledge and practices. Overall, being a reflexive qualitative researcher enhanced my ability to
thoroughly analyze the data to understand digital writing knowledge and practices and
understand the participants in relationship to the case of interest, digital writing knowledge and
practices.

Summary
In this chapter, I reported the findings from each of the data sources that I analyzed
during this qualitative case study: interviews, documents, and observations of the participants.
My interviews with both Megan and Nancy revealed the presence of digital writing knowledge
and practices in the elementary preservice teacher program. Both participants described their
knowledge of digital writing, as including their perspective of the role of digital writing in their
courses and the degree program of which they support. Megan and Nancy also discussed various
practices that supported them in teaching PSTs about literacy through the integration of digital
writing tools. These practices included modeling the use of digital writing tools, supporting PSTs
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in exploring and collaborating when using digital writing tools, highlighting the affordances and
constraints of digital tools, and allowing choice when creating and presenting information using
digital writing tools. Through my analysis, I determined themes from each data source within the
TPACK domains (see Table 24).
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Table 24 Themes Across Research Questions and Data Sources

TPACK
Domain
Technological
Knowledge
(TK)

Interview Themes
•
•

Technological
Content
Knowledge
(TCK)

•

Technological
Pedagogical
Knowledge
(TPK)

•

•

•
•

Document Analysis Themes

TEs described digital writing as being
more than transferring paper-pencil
writing onto a computer.
TEs demonstrated knowledge of the
affordances technology brings to
educational practices.
TEs described knowledge of how
technology changes the way PSTs
write.
TEs helped PSTs navigate challenges
in digital writing.
TEs acknowledged how integration of
technology changed the way PSTs
represent their learning about writing
content.
TEs reflected on their practices after
integrating digital writing tools into
instruction.
TEs’ knowledge of digital writing is
demonstrated by shifts in pedagogy
based on the integration of technology.
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•

TEs have
technological
knowledge of digital
writing platforms.

•

TEs modeled the use
of digital writing
platforms.

Observation Themes

•

TEs demonstrated
practices that helped
PSTs recognize both
affordances and
constraints of digital
writing platforms.

TPACK
Domain
Technological,
Pedagogical,
and Content
Knowledge
(TPACK)

Interview Themes
•
•
•
•

Document Analysis Themes

TEs stated that digital writing includes
choice.
TEs were aware of teaching practices
PSTs will need once they enter the
classroom.
TEs helped PSTs explore, collaborate,
and reflect when using technology.
TEs allowed PSTs choice in their
digital writing.

162

Observation Themes
•

•

TEs helped PSTs
explore, collaborate,
and reflect when using
technology.
TEs allowed PSTs
choice in their digital
writing.

The themes that I developed in the data sources show that the TEs in this study had
technological, pedagogical, and content knowledge of digital writing and enacted this knowledge
in a number of ways, such as recognizing affordances and constraints of digital writing tools and
platforms, encouraging preservice teachers to explore, collaborate, and reflect on their use of
digital writing tools, and providing preservice teachers choice in digital writing. In the next
chapter, I presented my discussion of the findings, including how I triangulated data across the
data sources to develop overarching themes that related to the two research questions. I also
presented additional important findings that connect to implications for practice in preservice
teacher education programs and recommendations for future research.
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CHAPTER FIVE: DISCUSSION
Educational literature has investigated the presence of technological, pedagogical, and
content knowledge (TPACK) in preservice teacher educator programs including practices
associated with TPACK. However, when I became interested in TEs’ TPACK as it relates to
digital writing, I noticed that studies focused on digital writing knowledge and practices of TEs
were missing from the body of TPACK research. Therefore, the purpose of this study was to
investigate TEs’ digital writing knowledge and practices in a situated teacher education program
housed in a large metropolitan university in Southeastern United States. In this study, I
investigated two research questions, “How do TEs describe their technological, pedagogical, and
content knowledge of digital writing?” and “How is TEs’ knowledge of digital writing practices
evident in their teaching?”
I used a qualitative case study approach to study two TEs, Megan and Nancy. Through
my analysis of digital writing knowledge and practices as represented by the participants, I was
added information to the literature regarding TEs’ TPACK of digital writing. In this chapter, I
provided a discussion of the findings of this research, including the overarching themes present
across all the data sources and how the research addressed the gap in the literature. I also
presented additional findings from the data sources that are related to implications for practice
and recommendations for future research.

Discussion of Findings
As I learned about digital writing knowledge and practices through the analysis of the
data I collected, I noticed that I developed many themes across data sources for each research
question that all communicated similar messages about TEs’ digital writing knowledge and
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practices. To articulate these messages as overarching themes, I reviewed the data I collected
along with the descriptive and analytic notes I took about the data during the analysis process. I
made note of similarities in the transcriptions and documents. I then organized the emergent
themes for each research question from each data source into a table to look across data sources
to understand what the participants were communicating about digital writing knowledge and
practices. As I read and reread my notes and analyses of data, two ideas about digital writing
knowledge and practices were apparent: TEs described digital writing knowledge in multiple
ways and PSTs integrated digital writing practices that are responsive to the preservice teachers’
abilities and interests.

TEs described digital writing knowledge in multiple ways.
While analyzing data, I realized there was not one way TEs described their digital writing
knowledge. In fact, when I asked questions to prompt Nancy and Megan to describe their digital
writing knowledge, they would often begin with their theoretical knowledge of digital writing
before shifting to their pedagogical knowledge. I realized that ideas about digital writing that I
found in literature were shared by the participants in the interviews, such as incorporating the use
of technological tools and having a multimodal nature (Grabill & Hicks, 2005) and the absence
of strict stylistic forms (Graham, 2020). However, the participants’ descriptions of their digital
writing knowledge were not merely citations from published research. Instead, the TEs described
their knowledge through the lens of their experiences learning about digital writing in their own
educational experiences and through the learning in which they engaged PSTs. For example,
Megan discussed learning about standards that inform TEs about what they should teach
regarding digital writing. Additionally, Nancy described learning about new digital writing tools
from preservice teachers.
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When discussing the role of digital writing in their program, both participants stated that
digital writing had a vital role in the elementary preservice teacher programs. Nancy revealed her
knowledge about digital writing by explaining what she knows about current students who have
“pivoted” since they have demonstrated ability to access technology much quicker than students
of the past. Because of this, Nancy suggested that her students, PSTs, also need to pivot to
prepare for integrating technological tools into their instruction of future students. Megan
described the role of digital writing by explaining how technological tools allowed both PSTs
and elementary students to connect and learn with others because of the communication
capabilities they can leverage when using digital writing tools.
Recognizing challenges associated with integrating digital writing into instruction to be
pertinent information as it relates to how TEs describe their digital writing knowledge. By
explaining challenges that they encountered, both Nancy and Megan revealed that they had
several types of knowledge of what they found to be the best strategies to help PSTs reflect on
areas they would like to improve when using digital writing tools. For example, Megan helps
PSTs consider what tools and strategies they had a challenging time integrating into their
tutoring instruction with elementary students during the reading and writing buddies experience.
After the tutoring sessions, Megan asked the preservice teachers what went well and what areas
they need support in, which often led to the PSTs helping each other navigate and troubleshoot
various issues with digital writing tools. To continue being prepared to engage in these
discussions, Megan practices using digital writing tools on an ongoing basis and considers how
she can purposefully integrate technology into her instruction.
On the other hand, Nancy helped her students navigate challenges associated with using
digital writing tools for their course assignments by providing thorough feedback to the PSTs.
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Nancy found it necessary to allow the PSTs multiple opportunities to edit their course tasks to
demonstrate their knowledge of the content and ability to represent their knowledge through their
digital writing. Likewise, during our conversations, Nancy reflected on areas in which she could
focus more on the transferability of the activities that PSTs complete in her courses. When I
asked Nancy how she helps the preservice teachers consider how they would use the activities in
their future classroom, Nancy stated that she could have been more explicit about helping the
preservice teachers connect what they are currently doing to their future instruction. She also
reiterated her expectation that preservice teachers constantly connect their preservice coursework
to their future practice.
Megan and Nancy also both demonstrated knowledge of digital writing beyond the use of
a single technological tool. Megan and Nancy’s knowledge of the way students engage in digital
writing. My conclusion aligned with Hick’s (2014) summary of a survey created and conducted
by the Pew Internet and American Life Project and the National Writing Project that concluded
essential digital writing skills included evaluating the credibility and value of information, using
effective writing techniques, demonstrating digital citizenship when engaging online, and
communicating ideas effectively. The TEs described digital writing as a means for
communicating with a large audience and representing knowledge in a unique, creative way.
Nancy explained how she has had to help PSTs rid themselves of the misconception that
integrating technology into their literacy instruction is having students transfer their writing from
paper and pencil to Google Documents or Microsoft Word. She also explained that this
transference of content is one part of digital writing but is not the entirety of the concept. Nancy
went on to explain how people can engage in digital writing to learn content or to represent
learning about content, which requires critical thinking, digital citizenship, and a recognition of
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task, audience, and purpose. Similarly, Megan explained that digital writing gives PSTs many
opportunities to represent their writing. Due to the shifts to virtual instruction initiated by the
worldwide pandemic, she stated that digital writing formats have propelled PSTs to connect with
students and their families in ways that her previous students were not able. During my
observation of Nancy, I observed frequent opportunities for collaboration provided to preservice
teachers for them to collaborate on digital writing, such as collaborating with a partner to
complete a digital storybook, and explore new methods for representing their writing, such as
creating Sketchnotes (McGregor, 2019) using various digital writing platforms.
Furthermore, the idea that digital writing knowledge can be represented in multiple ways
was an important recognition for me that caused me to reevaluate data to determine how the TEs
described their knowledge of digital writing. I realized that when describing knowledge of digital
writing, TEs referenced their ongoing practices and what they have learned about digital writing
over the course of their careers. It is also important to highlight the other skills and orientations
associated with digital writing that TEs are teacher to PSTs, such as digital citizenship, critical
thinking skills, and troubleshooting skills. Overall, the data revealed the numerous ways digital
writing knowledge can be described and integrated into instruction of PSTs.

PSTs integrate digital writing practices that are responsive to the preservice teachers’ abilities
and interests.
During my analysis of data, I also recognized an elevated level of responsiveness of the
TEs to the PSTs’ abilities and interests, which I found throughout data sources. I found this idea
pertinent because, like Nancy mentioned, all students including preservice teachers are not
always technology experts simply because they grew up with immediate access to technology.
Preservice teachers are learning about literacy as a discipline while also learning about how to
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utilize technology for purposes that will allow their future students to learn how to become
literate. Nancy reminded me that preservice teachers are novices and require a lot of support
when engaging in digital writing. Therefore, it is necessary and important for TEs to be
responsive to the PSTs’ level of comfortability with technology.
Engaging in reflection of the successes and challenges helped Megan and Nancy
understand how to better support the preservice teachers by exploring different ways to introduce
technological tools to the preservice teachers. This required Megan and Nancy to continued
practicing using digital writing for various purposes in preparation for their instruction, which
was found to contribute to TEs’ use of innovative pedagogical practices (Avidov-Ungar &
Forkosh-Baruch, 2018). Megan and Nancy also helped PSTs recognize when a digital writing
tool was not conducive to the tasks they were trying to accomplish and brainstormed other digital
writing platforms that would have served their purposes well, such as using Padlet instead of
Jamboard when publishing poetry. After Megan learned about a new tool through her own
discovery or from an elementary preservice teacher in her courses, she sought out different ways
to use the tool to integrate it into her future instruction. Both Megan and Nancy recognized that
PSTs have varying levels of technological skills and attempted to be mindful of this by
introducing both simplistic technological tools, such as Google Docs and Google Slides, that
have many features students use on an ongoing basis, and more sophisticated digital writing tools
that required preservice teachers to be intentional about the way they organized and represented
information, such as Live Binder and One Note.
In understanding the spectrum of PSTs’ knowledge of digital writing tools, Megan and
Nancy both demonstrated the importance of modeling the use of technology through their
practices (Wang et al., 2018). Megan and Nancy both engaged in practices that allowed the
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preservice teachers to understand the purpose and various uses of unique features within digital
writing platforms. Megan and Nancy also provided preservice teachers with modeled samples of
the assignments they expected the preservice teachers to complete. Megan explained that she
does this so that she also stays current in her knowledge of digital writing tools stating, “If I want
them to do it, I also need to know how to do it,” in reference to using digital writing tools. Nancy
stated that modeling is one of the most effective pedagogical practices that educators can engage
in. Modeling the use of digital writing platforms and tools allowed preservice teachers to develop
technological knowledge by having one more tool in their toolbelt. Nancy also helped PSTs
develop technological pedagogical knowledge through her modeling as she explained how
publishing in platforms such as Jamboard allowed multiple students to share their writing at
once, which can save a lot of time in a classroom of 20-30 students.
Finally, choice was imperative to the integration of digital writing tools in the TEs’
courses. Archambault, Wetzel, Foulger, and Williams (2010) explained that when TEs learned
about technological tools, they facilitated integration of choice into their instruction and centered
students’ learning as what drives instruction as opposed to maintaining a traditional, teachercentered view of instruction. Megan and Nancy demonstrated this by providing PSTs with choice
in how they represent their knowledge of literacy. Megan and Nancy provided preservice
teachers with options but did not impose their opinion of which digital writing tool was the best
option for the preservice teachers to use. Instead, they reminded preservice teachers to consider
their audience and task when selecting the way they present their writing. Megan and Nancy
facilitated preservice teachers’ selection of digital writing tools and creation of writing by
helping PSTs recognize the affordances and constraints of various digital writing tools for
different purposes. They did so through their modeling and reflective discussions with preservice
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teachers. These instructional practices helped preservice teachers not only learn about digital
writing, literacy, and pedagogy, but also gave them space to engage in independent instructional
decision-making, which is necessary practice in preparation for their future careers.

Additional Findings
I relied on the TPACK framework to guide my analysis. I used the domains to code and
interpret all three data sources. I mentioned that I excluded domains of TPACK that did not
account for the integration of technology because my research questions focused on digital
writing. In doing so, I noticed other findings that did not fit into TPACK domains but were still
important to mention due to the implications that can be assumed from the findings.
For example, both TEs described having knowledge of digital writing over the course of
the study yet explained that they still had a lot to learn. The TEs discussed collaborations they
have participated in with other faculty members but hoped for more professional learning
experiences to support their ability to teach PSTs about digital writing. From my perspective, the
participants seemed very knowledge about digital writing theoretically and pedagogically.
Contrastingly, participants explained that they were not experts and were still learning about
digital literacies and digital writing. I found our differences in perspective to be astounding
because of the amount of information I learned about TEs’ practices in digital writing throughout
this study. However, this finding should prompt colleges to consider not only preservice
teachers’ comfort with digital writing, but also that of TEs.
Another important finding was that collaboration amongst colleagues is imperative for
TEs to learn about digital writing. Megan and Nancy reported that they began learning more
about how to integrate digital writing into their pedagogical practices through conversations and
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college level collaborations with other TEs. These collaborations ranged from informal
discussions to studying technology integration standards and models such as the TPACK
framework. This finding reiterates the idea that digital writing is facilitated by exploration,
collaboration, problem-solving, and reflection. While TEs advocate for collaboration amongst
PSTs in literacy courses when it comes to exploring digital writing tools, they must also
collaborate with their colleagues to continue enhancing their own digital writing knowledge and
practices.

Implications for Practice
This study contributes to the educational literature by providing an in-depth analysis of
the connection between TEs’ TPACK and the digital writing practices TEs enacted. Through my
analysis I demonstrated that there was a strong connection between TEs’ practices that were
described to me during the interviews and those enacted during course instruction and the use of
course documents. It was imperative for me to spend time developing a deep understanding of
the digital writing knowledge and practices within the elementary preservice teacher education
program because of the limited research that focused on TEs’ use of digital writing tools and
platforms. Studies have reported on preservice teachers’ TPACK and use of digital writing tools,
as discussed in previous chapters (Bartlett & Sherry, 2004; Wake & Whittingham, 2013;
Chisholm et al., 2019; Jensen, 2019). However, to draw conclusions about the ways in which
TEs can ensure that preservice teachers are equipped to teach their future students how to
communicate in a digital world, it was necessary to study the knowledge and practices of those
who are responsible for educating future teachers. One conclusion that initially prompted my
interest in conducting this study was that of Cassidy et al. (2021), who posited that current
instruction in digital and multimodal literacies was not integrated into education programs in a
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robust manner that maximized learning experiences. Both Megan and Nancy shared with me that
they did not integrate digital literacies into instruction prior to the pandemic in the way they do
now. Therefore, to support TEs in combatting this problem of practice, I made suggestions for
teacher preparation programs to commit to prioritizing instruction in digital literacies, but
specifically digital writing, in the following paragraphs.
To ensure that PSTs are afforded many opportunities to engage in digital writing, TEs
need to determine the areas of strength and needs as it relates to preservice teachers’ TPACK.
Understanding the technology and pedagogical practices that are new to preservice teachers will
allow TEs to plan instruction around the specifically identified needs of the preservice teachers.
TEs should plan to introduce preservice teachers to a variety of digital writing tools. As Wake
and Whittingham (2013) concluded, preservice teachers need many experiences and exposures to
digital writing tools and platforms to enhance their comfortability in using these tools and
platforms. The researchers also suggested that these many opportunities will support the
development of preservice teachers’ pedagogical knowledge of digital writing. As TEs create
unique experiences for preservice teachers to engage in digital writing, TEs should be responsive
to preservice teachers continued needs for professional learning by surveying preservice teachers
about their confidence in integrating digital tools into instruction. When preservice teachers feel
more confident in their pedagogical practices with technology, they will be more likely to
integrate the use of multimodal resources into instruction (Wake and Whittingham, 2013).
Gillis and Marshall (2014) suggested that continued support in the use of digital writing
tools should be provided to novice teachers and teachers who are new to technology integration
to help teachers engage in reflective evaluation of their pedagogy. PSTs must be given
opportunities to use digital writing tools and platforms when learning about literacy theory and
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pedagogy to expand their TPACK and make connections to their future practices. On the other
hand, TEs must explore digital writing tools that will allow PSTs to consider the affordances and
constraints of the digital writing tools for the purposes of producing, consuming, and
disseminating texts (Lankshear & Knobel, 2015). When leveraging the use of digital tools in
writing, Hicks (2014) suggested that students must be taught to quickly locate information, judge
information, and creatively communicate ideas. Based on the results of this research, I believe
Hick’s (2014) conclusion should also be generalized to TEs and preservice teachers. These skills
are important for TEs to teach preservice teachers because preservice teachers will be expected
to teach these skills to their future students.
Through this study, I unveiled specific practices that the TEs used to develop PSTs’
knowledge of digital writing and pedagogy. These practices included modeling the use of digital
tools, providing choice, and engaging in reflection, all of which can be easily adopted into TEs’
current practices. Both Megan and Nancy reported that providing a modeled example of the use
of digital writing tools for students to refer to and actively modeling how to navigate a digital
writing platform during instruction were two beneficial practices for PSTs. Megan and Nancy
also explained that engaging in reflection about the challenges and successes that preservice
teachers encountered when using digital writing tools was also integral to the preservice
teachers’ learning about technology integration into literacy instruction. Both practices are also
justified by the conclusions of Martin’s (2015) research, which found that modeling the use of
technology increased teachers’ confidence in integrating technology into instruction. Reflection
of technology use also contributed to teachers’ development of TPACK (Martin, 2015).
Therefore, TEs should ensure they demonstrate how to use different technological tools and
provide examples of completed course assignments for preservice teachers. These methods for
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modeling the use of digital writing tools will provide preservice teachers with a frame of
reference as they independently complete digital writing tasks and consider how they may
integrate digital writing into instruction.
Megan and Nancy demonstrated that providing choice to PSTs was also integral to their
course tasks and experiences. When TEs give preservice teachers choice in the way they create
and engage in digital writing, preservice teachers will develop autonomy in what they present in
their literacy instruction (Jensen, 2019). TEs can also help preservice teachers reflect on why
they made particular choices in their digital writing to examine the successes they encountered
with leveraging the affordances of particular digital writing tools and discuss the challenges they
may have encountered when noticing the constraints of the tools. This reflection may also
support preservice teachers in gaining confidence with integrating technology into instruction.
TEs should ensure they are aware of standards and initiatives that support integration of
digital literacies, in general, and digital writing specifically into teacher preparation courses. For
example, becoming knowledgeable of standards such as the Teacher Educator Technology
Competencies (TETCs) may support TEs in determining the competencies they may need to
strengthen to enhance their TPACK. As suggested by the research of Carpenter et al. (2020),
knowledge of the competencies that guide technology integration into teacher preparation
programs may support TEs in carefully selecting activities and experiences that build preservice
teachers’ competencies. Also, a recognition of these competencies may also support TEs in
seeking the professional learning experiences, such as collaboration with colleagues, they need to
build the knowledge they need to ensure they afford many experiences in digital writing to PSTs.
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Likewise, collaboration amongst colleagues is also important to discuss how digital
writing TPACK will be developed throughout elementary teacher preparation programs. In this
study, digital writing was evident in literacy courses, but I wondered about other content areas
being that PSTs at the university will graduate certified to teach math, science, social studies, and
literacy. Therefore, TEs should collaborate to discuss the articulation of the development of
digital writing knowledge and pedagogy in the teacher preparation courses throughout
elementary teacher preparation programs. This type of collaboration will allow TEs to determine
the role of digital writing across elementary education programs and the digital writing
experiences that will be made available to PSTs.

Recommendations for Future Research
This research investigated TEs’ digital writing knowledge and practices in a situated
teacher education program by interviewing and observing TEs and analyzing the course
documents. I was provided information about how PSTs described their digital writing
knowledge and how their knowledge was enacted in their practices because of this research.
However, this research did not consider the practices that PSTs have engaged in with their TEs.
Therefore, future researchers may consider interviewing PSTs about the digital writing practices
that have been enacted by their TEs. By gaining information from PSTs, future researchers will
be able to further justify their conclusions about TEs’ digital writing knowledge and enacted
practices with the perspective of preservice teachers who have engaged in the practices described
by TEs. This information could also be mutually beneficial to TEs by giving them information
about how preservice teachers in their courses describe their TPACK and enacted practices in
digital writing.
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Future research should also include multiple observations of TEs. Researchers should
strive to observe TEs during course sessions in which they utilize the documents they shared for
analysis. It is necessary for future researchers to gather data from TEs across the entire
elementary teacher preparation program to draw conclusions about TEs’ digital writing
knowledge and practices. Since I identified a gap in the research related to TEs’ knowledge and
practices in digital writing, future researchers must seek to provide more information about TEs
who teach subjects other than literacy methods in elementary preservice teacher education
programs. This information may contribute to enhancing preservice teachers’ knowledge and
experiences in digital writing.
During the initial interview, I asked participants for a time and date they believed would
be best for me to observe their instruction. Both participants invited me to class sessions where
they were incorporating digital writing tools into their instruction. I believe my interviews,
observations, and analysis of documents were truly reflective of participants’ digital writing
knowledge and practices. However, I wondered if the activities were a true representation of
what would typically occur during the participants’ instruction, or if they designed class
activities to allow me to observe them incorporating digital writing. Multiple observations would
have provided me with additional information about how the participants’ enacted digital writing
knowledge in instruction and may have allowed me to determine if my conclusions about the
participants’ integration of digital writing was consistent throughout the semester.
This research study was conducted over the course of four months during the spring of
2022. Because I completed this research in partial fulfillment of my doctoral degree, I was
limited in the amount of time I had available to complete the research study. Future researchers
should plan for an extended timeframe to study TEs’ digital writing knowledge and practices.
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This will allow time for multiple cycles of data collection and analysis to substantiate
conclusions drawn about TEs digital writing knowledge and practices. Future researchers may
also consider focusing on one or two domains of the TPACK framework to conduct a more indepth analysis of TEs digital writing knowledge. In this study, I focused on multiple domains of
the TPACK framework, Technological Knowledge (TK), Technological Content Knowledge
(TCK), Technological Pedagogical Knowledge (TPK), and Technological Pedagogical and
Content Knowledge (TPACK). By doing so, I provided a more holistic view of digital writing
knowledge and practices in a situated elementary preservice teacher program. On the contrary, I
did not detail how TEs’ demonstrated knowledge and enacted practices in particular TPACK
domains more often than others as I believe this would have required more data, such as more
observations. This information would provide important implications for professional learning
that PSTs may need in digital writing to ensure that they demonstrate and enact knowledge in the
TPACK domains that include technology integration.
During this study, both TEs explained that digital writing served a key role in their
elementary preservice teacher education courses. However, as I mentioned before, both TEs
taught elementary preservice teacher literacy courses. In addition to studying digital writing
knowledge and practices of TEs who teach courses other than literacy methods, future research
may also focus on the role of digital writing within these courses and across the elementary
preservice teacher program. It may be important to investigate the role of digital writing across
the elementary preservice teacher program to gain a more detailed description of how PSTs are
being prepared to engage 21st century students in communicating within and across digital
platforms. An investigation of this sort may prompt teacher preparation institutions to critically
evaluate the needs of TEs related to the development or enhancement of their TPACK, which
178

may also lead to teacher preparation institutions creating a plan to provide targeted professional
learning for TEs.
Finally, since I found limited educational literature in digital writing knowledge and
practices, future researchers may also consider studying preservice teachers’ digital writing
knowledge and enacted practices through their course assignments, service-learning experiences,
or internship experiences. A study of this sort may help teacher preparation institutions examine
the TPACK domains in which PSTs have demonstrated digital writing proficiency in and
consider how they can help TEs integrate experiences that will develop preservice teachers’
digital writing knowledge in other TPACK domains.
Conducting additional research in digital writing knowledge and practices will enhance
the body of educational research in both TPACK and digital writing. Additional research will
also provide elementary teacher preparation programs with more information about how they can
support both TEs and preservice teachers in gaining and enacting digital writing knowledge and
practices.

Summary
In this chapter, I presented a discussion of the findings to demonstrate the overarching
themes that I found across data sources. I presented implications for practice to inform TEs about
practices that may support preservice teachers in learning about digital writing. Finally, I
provided recommendations for future research to enhance the body of research in digital writing
knowledge and practices.
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E-mail Subject Line: Doctoral Dissertation Research - Digital Writing Knowledge and Practices
Good Morning Elementary Pre-Service Teacher Educator,
My name is Kaira Kelly-Howard and I am a third-year doctoral student in the Ph.D. in
Education, Reading Education specialization track. This semester, I am working on my
dissertation research, which employs the case study methodology to investigate knowledge and
practices in digital writing.
I am writing to you because during the pilot study I conducted in the spring semester of 2021,
you demonstrated having knowledge and/or practices in digital literacies and digital writing. I
would like to continue my research by learning more about your knowledge and practices in
digital writing. Throughout this research study of approximately 3 months, I would like to
conduct at least two 60-minute-long virtual interviews with you, one initial interview and one
follow up interview (conducted and recorded via Zoom). The need for more interviews will be
determined after analysis of interview transcriptions if either additional clarification is needed or
more questions about something shared during the interview are raised. I would also like to
observe and record your instruction of pre-service TEs. We could negotiate the time, date, and
purpose of the observations during the interview, along with setup details for me to record during
the observation. Observations will take place for at least 1 hour and will not last longer than 3
hours. The length of the observation will be determined by the length of the course being
observed (a 1-hour long course will be observed for 1 hour). At least one observation will take
place. The need for additional observations will be determined when either more information
about your instruction of pre-service teacher is needed during the research process or you invite
me to observe something that you have mentioned during an interview regarding your
instruction. Finally, reviewing and analyzing documents used in your pre-service teacher
instruction would provide me with additional information about your knowledge and practices in
digital writing. I will request documents including your course syllabus, assignment descriptions
and rubrics, sample student assignments with all identifying information removed, and course
slides or note taking documents.
Your participation will begin with the initial interview. During that interview, I will ask for a
time and date to observe your instruction. After the observation, a follow up interview will occur
where we will discuss what I observed during your instruction. I will also request documents to
analyze during this follow up interview. The need for additional observations, interviews, and
documents will be determined after the follow up interview and you will be contacted by me via
e-mail with any additional requests. These requests be made within four weeks of the initial
interview and observation. I do not expect the time you participate in this study to exceed 15
hours total over the course of three months.
This study was approved by the University of Central Florida Institutional Review Board on
(insert date). Please see this Doodle for available dates and times for the initial interview. You
may decide to discontinue participation in this research any time before, during, or after the
collection of data. Any data collected from you prior to your discontinuation of participation in
the research will be stored separately on a password protected computer for 5 years after study
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closure and will not be included in the continued analyses of data. Please know that all
information will be treated with confidentiality. Upon commencement of participation in this
study, you will be assigned a pseudonym to protect your identity. Interview and observation
recordings will be stored in a password protected device that only the principal investigator will
have access to. You will be asked to remove all identifying information, such as names and emails from any documents you share with me.
Please review the attached explanation of research for more information about my research
study.
Sincerely,
Kaira Kelly-Howard
Kairak011@knights.ucf.edu
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Institutional Review Board
FWA00000351
IRB00001138, IRB00012110
Office of Research
12201 Research Parkway
Orlando, FL 32826-3246

EXEMPTION DETERMINATION
January 19, 2022
Dear Kaira Kelly:
On 1/19/2022, the IRB determined the following submission to be humansubjects
research that is exempt from regulation:

Type of Review: Initial Study, Initial Study
Title: Digital Writing Knowledge and Practices in ElementaryPreService Teacher Preparation
Investigator: Kaira Kelly
IRB ID: STUDY00003741
Funding: None
Grant ID: None
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Documents Reviewed: • HRP-251-_FORM_-_Faculty_Advisor ScientificScholarly_Review_fillable_form (2).pdf, Category: Faculty
Research Approval;
• 1-12 Update Study 3741 Updated Participant
Recruitment E-mail Tracked changes (2).docx,
Category: Recruitment Materials;
• 1-12 Update Study 3741 HRP-254-FORM Explanation
of Research_Fa 21 Tracked changes(1).pdf, Category:
Consent Form;
• 1-12 Update Study 3741_HRP-255-FORM - Requestfor
Exemption Tracked changes (2).docx, Category: IRB Protocol;
• Document Analysis Checklist.pdf, Category: Other;
• Interview Protocol.pdf, Category: Interview / Focus
Questions;
• Observation Protocol.pdf, Category: Other;
This determination applies only to the activities described in the IRB submission and does
not apply should any changes be made. If changes are made, and there are questions
about whether these changes affect the exempt status of thehuman research, please
submit a modification request to the IRB. Guidance on submitting Modifications and
Administrative Check-in are detailed in the Investigator Manual (HRP-103), which can be
found by navigating to the IRB
Page 1 of 2
Library within the IRB system. When you have completed your research, please submit a Study
Closure request so that IRB records will be accurate.
If you have any questions, please contact the UCF IRB at 407-823-2901 or
irb@ucf.edu. Please include your project title and IRB number in all correspondence
with this office.
Sincerely,

Gillian Bernal Designated
Reviewer
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Title of Project: Digital Writing Knowledge and Practices in Elementary Pre-Service Teacher
Preparation
Principal Investigator: Kaira S. Kelly-Howard
Faculty Supervisor: Dr. Vassiliki Zygouris-Coe
You are being invited to take part in a research study. Whether you take part is up to you. The
primary objective of this research is to investigate digital writing knowledge and practices
demonstrated by University of Central Florida TEs.
You will be asked to participate in at least two virtual, Zoom interviews, one initial interview and
at least one follow up interview, to last no longer than 60 minutes each, where the principal
investigator will ask you questions about your knowledge of digital writing and how you enact
your knowledge in your teaching practices. The need for more interviews will be determined
after analysis of interview transcriptions if either additional clarification is needed or more
questions about something shared during the interview are raised.
Then, you will also be asked to share documents such as course syllabi, assignment descriptions
and rubrics, course slides or note taking documents, and student work samples that demonstrate
examples of digital writing. For student work samples, I ask that all identifying information is
redacted prior to the investigator accessing this data.
You will be asked to allow the investigator to observe your instruction of UCF pre-service
teachers during a time and date that is determined by you. Observations will take place for at
least 1 hour and will not last longer than 3 hours. The length of the observation will be
determined by the length of the course being observed (a 1-hour long course will be observed for
1 hour). Observations and analysis of course documents will support the researcher in analyzing
knowledge and practices of digital writing.
The duration of your participation in this study is approximately three months, with no more than
15 hours of active participation from you. This time includes observations and interviews.
Additional time for participation through follow up interviews and observations will be
negotiated with you, if needed. Your participation will begin with the initial interview. During
that interview, I will ask for a time and date to observe your instruction. After the observation, a
follow up interview will occur where we will discuss what I observed during your instruction. I
will also request documents to analyze during this follow up interview. The need for additional
observations, interviews, and documents will be determined after the follow up interview and
you will be contacted by me via e-mail with any additional requests. These requests be made
within four weeks of the initial interview and observation.
You will be audio and video recorded during this study using the Zoom platform. Interviews will
take place within the Zoom platform. The researcher will use the Zoom platform to record you
during both face-to-face and virtual observations depending on the mode of your course
instruction. During face-to-face observations, the researcher will position the device with the
Zoom platform opened in a place where you can be easily viewed while teaching. If you do not
187

want to be recorded, you will not be able to be in the study. Discuss this with the researcher or a
research team member prior to participation. The recording will be kept on a password protected
device for at least 5 years after study closure. Students will not be recorded. However, incidental
recordings of your students’, pre-service teachers from the University of Central Florida, will not
be used for analysis and will be kept separately on a secure drive for 5 years after study closure.
Your participation in this study is voluntary. You are free to withdraw your consent and
discontinue participation in this study at any time without prejudice or penalty. Your decision to
participate or not participate in this study will in no way affect your relationship with UCF,
including employment or your relationship with the individuals who may have an interest in this
study.
The researcher will assign an alias name to you (i.e., Suzy). This alias will be used in any formal
reports or publications of the research. Private, identifiable information will not be utilized in the
potential publication of any of the study results or accessed by anyone else besides the principal
investigator.
You must be 18 years of age or older and a University of Central Florida elementary education
pre-service teacher educator to take part in this research study.
Study contacts for questions about the study or to report a problem: If you have questions,
concerns, or complaints, please contact one of the following: Kaira S. Kelly-Howard, Graduate
Student, Education Ph.D., Reading Track, School of Teacher Education, (225) 788-0418 or by email at kairak011@knights.ucf.edu or Dr. Vassiliki Zygouris-Coe, Faculty Supervisor, School of
Teacher Education at (407) 823-0386 or by e-mail at vzygouri@ucf.edu
IRB contact about your rights in this study or to report a complaint: If you have questions
about your rights as a research participant, or have concerns about the conduct of this study,
please contact Institutional Review Board (IRB), University of Central Florida, Office of
Research, 12201 Research Parkway, Suite 501, Orlando, FL 32826-3246 or by telephone at
(407) 823-2901, or e-mail irb@ucf.edu.
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Question
Tell me about the courses you
teach.

How do you utilize technology in
your teaching?

Probe (as needed)
•

Which courses do you teach?

•

How did you begin teaching these courses?

•

Who are your students in these courses?

•

What do you like to teach?

•
•

What courses best represent your expertise?

•

What kinds of technology do you utilize in your
courses?

•

How do you integrate technology?
o

What do you find helpful?

o

What challenges do you face when
integrating technology?

In which of the courses that you
mentioned do you teach/integrate
digital literacies?
•

What do you think digital literacies refers to?

•

How would you describe digital literacies to
your students?

•

What are digital literacies in your classroom?

•

How do you teach digital literacies in your
classroom?

•

How would you describe digital writing to your
students?

•

What does digital writing entail?

•

How do you teach digital writing?

How did you learn about digital
writing?

•

How did you learn about digital writing through
your teacher preparation program, graduate
school, professional learning experiences, etc.?

What else would you like to learn
about digital writing?

•

What are some wonderings you have about
digital writing?

•

Are there any digital writing tools you would
like to learn about?

What do you consider digital
literacies?

What does digital writing mean to
you?
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How do you help pre-service
teachers integrate digital tools into
their own writing?

Could you share any course
documents that reflect the use of
digital tools for writing purposes in
your classroom?

•

What digital tools do you encourage your
students to use in the classroom?

•

How do you help pre-service teachers learn
about these tools?

•

How do you connect the teaching of tools to
their future work as teachers?

•

(If documents are shared during the meeting)
Please walk me through this document to help
me understand how digital literacies/digital
writing are represented here.

•

Ask for course syllabi, readings, assignment
descriptions, artifacts from Canvas courses, etc.

•

**If at the end of the interview, ask if it would be
okay to follow up with questions after reviewing
the documents.

Is there a day and time that I could
observe these digital writing
practices in action?
What else would you like to share
with me about digital literacies or
digital writing that I may not have
asked about yet?
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Question

Probes (as needed)

How does digital writing change the
way students learn to write?
How does digital writing change the
way students write to demonstrate
learning?
How does digital writing change based
on the audience? How does the way
preservice teachers write on digital
platforms change based on the author's
intent or purpose?
How do you teach your students about
digital writing based on their targeted
audience and/or intended purpose?
How do you help students determine
what technological tool would allow
them to best demonstrate what they
have learned about writing?

How do you help preservice teachers
reflect on their selection of a digital
writing tool/platform to demonstrate
their learning? (i.e., why the use of this

•

Megan - When preservice teachers are
determining how they will present their story
books digitally, how do you support them in
recognizing the affordances of different
digital writing platforms? How do you help
them recognize the constraints of different
tools?

•

Nancy - How do you help preservice
teachers recognize the affordances of various
digital writing tools? How do you help them
recognize the constraints of different tools?

•

When you introduce preservice teachers to
new digital writing tools, such as Canva, how
do you help the preservice teacher determine
if the tool will best represent their writing?

•

What do you do if a preservice teacher seems
hesitant to use the tool?

•

How do you evaluate preservice teachers’
selection of digital tools and their recognition
of the affordances/constraints of their
selected tool?
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tool? Was it the best way to show their
story?)

How do you help preservice teachers
learn about writing using digital tools?

•

How do you prepare preservice teachers to
help their future students reflect on their
digital writing choices and evaluate their
future students?

•

How do you help preservice teachers
consider how they will transfer what they
have learned about digital writing and digital
publishing into their future instruction of
elementary school students?

•

How do you help preservice teachers
recognize the difference in writing with
paper-pencil and digital writing?

•

When do you teach students how to create
their Bitmoji classrooms?

•

How do they know how to add Bitmoji, other
images, links, etc. to their classrooms?

•

How does the creation of the Bitmoji
classrooms represent your beliefs about
digital writing?

In the initial interview, you mentioned
the creation of digital storybooks, text
sets, (participant #1), Live Binders/One
Note (participant #2), Padlets,
Jamboards, Flipgrids, Bitmoji
classrooms (both).
How do you help preservice teachers
implement the lessons they have
planned that integrate these digital
writing tools?
What do you believe are the benefits to
providing exemplary models of
assignment tasks to students?
During my observation of your
instruction, it seemed that students
were given multiple opportunities to
engage in digital writing. How would

Examples
Megan - Sketchnotes (McGregor, 2019), digital
storybooks, Bitmoji classrooms/text sets
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you describe the role/importance of
digital writing in your course?

Nancy- Bitmoji classrooms/text sets, haiku
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APPENDIX F OBSERVATION PROTOCOL
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Participant:
Date:
Time Observed:
Time

Descriptive Notes
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APPENDIX G INITIAL DOCUMENT ANALYSIS CHECKLIST
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This protocol was completed for all documents participants shared during and after the initial
interview.

Present
Digital Writing
Course Syllabus (e.g., Digital writing is
referenced anywhere in the syllabus—
objectives, topics, standards, other)
Academic multimodal readings/texts about
digital writing (e.g., articles, position
statements, video)
Written Discussion Posts (e.g., discussion
post topics, reflection assignments)
Presentations about Digital Writing (e.g.,
teacher- or preservice teacher-led, guest
speaker, digital)
Integration of digital writing platforms
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Not
Present

Inconclusive

Comments

APPENDIX H Secondary Document Analysis PROTOCOL
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This document was only completed if “Present” was checked on the Initial Document Analysis
Checklist
Document
Where is there evidence of
digital writing
knowledge/practices?
When is/are the
knowledge/practices
evident?
How is/are the
knowledge/practices
evident?
Additional
comments/wonderings
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APPENDIX I MEMBER CHECKING E-MAIL

202

Hello,
Thank you so much for participating in my research that focused on TEs’ knowledge and
practices in digital writing. I am hoping to ensure that my analysis of the data I collected this
semester accurately represents your knowledge and practices in digital writing. For the purposes
of member checking, I am requesting that you review the following preliminary themes:
•

Research Question One: How do TEs describe their technological, pedagogical, and
content knowledge of digital writing?
Preliminary Themes

•

o

TEs stated that digital writing is more than transferring writing onto a computer.
In their view, technology changes the way pre-service teachers write.

o

TEs demonstrated knowledge of effective teaching practices that pre-service
teachers will need to support future students in using technology for writing.

Research Question Two: How is TEs’ knowledge of digital writing practices evident in
their teaching?
Preliminary Themes
o

TEs demonstrated knowledge of digital writing through their modeling of the use
of digital writing tools and platforms.

o

TEs allowed pre-service teachers choice when engaging in digital writing.

o

TEs supported pre-service teachers in exploring, collaborating, and reflecting on
the use of technology when engaging in digital writing.

Please confirm the representativeness of these interpretations by responding to this email to
indicate whether you agree or disagree with these findings. This is the first step in sharing
preliminary results of the study. Results will be shared later.
Thank you again,
Kaira Kelly-Howard
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